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ABSTRACT 
EXPLORING READING STRATEGIES FOR SPANISH SPEAKING 
BEGINNING READERS IN FIRST GRADE 
MAY, 1992 
HECTOR RODRIGUEZ-NAZAR10 
B.A., TURABO UNIVERSITY, PUERTO RICO 
M.Ed., INTER AMERICAN UNIVERSITY, PUERTO RICO 
Ed.D., UNIVERSITY OF MASSACHUSETTS 
Directed by: Dr. Luis Fuentes 
The purpose of the study was to examine reading 
strategies used for students whose spoken language is 
Spanish, and are learning to read in Spanish. 
The study has as one of its goals, to try to unify 
the methods used in the process of reading development 
for Spanish speaking students. 
The study describes events of reading in six 
classrooms, and explore methods used in the development 
of reading. The impact of these methods on students 
and the result of testing. 
Another goal is to explore the attitudes of 
teachers, and if these attitudes affect implementation 
of methodology. 
The information for the study was gathered through 
interviews and questionnaires with teacher respondents 
and, students, as well as test scores at the end of the 
trial period. The test used was the. Unit Test, 
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used in many Bilingual Programs. The test are divided 
into two parts. The teacher determines when to offer 
the test after having taught the skills of the Unit, 
according to the basic series used by the Bilingual 
Program. 
The gathered information showed which of the 
reading strategies used for the development of reading 
of Spanish speaking first graders appeared most 
effective. The three strategies reported by teachers 
were: The Phonics Methods, Whole Language and a 
combination of both methods (and in some cases other 
methods were included in the combination). 
From the information shown in the findings chapter 
it can be observed that the Phonics Method obtained the 
highest percentage when used as a reading strategy. 
The combination of methods obtained the second highest 
percentage as a reading strategy. The Whole Language 
Method obtained the lowest percentage when used as a 
reading strategy for Spanish speaking children. 
Students of teachers who have an average of 17-18 
years of experience, had the highest scores in the 
tests. This is relevant, for the methods are not the 
only variable that seems to affect the results. 
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CHAPTER I 
INTRODUCTION 
For more than two centuries, people from divergent 
cultures and nations have migrated to the United States 
seeking the promise of opportunity. Now children from 
divergent cultures and languages come to the classrooms 
seeking the same promise of opportunity. In most ways 
these are ordinary children-precocious, shy, curious, 
eager to learn. In some ways they are extraordinary, 
speaking a non-English language and with a 
non-Anglo-Saxon culture. To these children we also 
have a promise to keep. We have tried to keep these 
promises by creating special or remedial reading 
programs. The success and failure records of these 
programs are currently being debated (Crawford, 1987). 
At issue is the efficacy of remedial reading programs. 
What is not an issue, is that ethnic and racial 
minority children tend to require greater remediation 
when compared to their majority group peers. 
During the past two decades a considerable body of 
knowledge has emerged reporting that ethnic and racial 
minority students experiences cultural discontinuity 
between home and school (Fuch & Hovighurst, 1972; 
Garcia, 1982; Spindler, 1987). In effect, many of 
these students experience a language and cultural 
environment at home that differs significantly from the 
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language and the culture represented in the school. At 
times, the home and school language and cultures differ 
enough, so that the student experiences serious 
conflicts, and is placed in the position of having to 
choose between the school or the home language and 
culture. 
Both options are counter-productive to the 
students educational development. The deprivation of 
rejecting one's background is a serious loss of 
self-esteem (Gilliland, 1988). The price of rejecting 
the language and culture represented in the school is a 
serious loss of future academic opportunities. 
Further, many ethnic and racial minority students come 
from homes who do not speak English or speak a 
non-standard dialect of English (United States, 1987). 
Many Hispanics and some Native American students 
instead of receiving initial instruction in their 
native language, are submersed in English and are 
expected in the words of William Bennett, former. 
Secretary of Education, "to speak, read, and write 
English as soon as possible" (1986). Consequently the 
children's native language is considered a liability to 
be overcome as quickly as possible, rather than as 
asset on which reading and language development can be 
built (Cummins, 1984). 
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There is also a tendency to assume that minority 
students with reading problems can be successfully 
diagnosed using English language test and be treated in 
a prescriptive fashion through a Special Education or 
Chapter I or any type remedial reading program. In 
these programs the reading process may be segmented 
into a series of discrete "basic" skills which are 
taught in a very mechanical way (Savage, 1987; Smith, 
1988). Treating poor reading skills as a 
student-centered problem is a "blame the victim" 
mentality which focuses a teacher's efforts on testing 
and remedial rather than on finding meaningful reading 
materials and culturally appropriate ways to teach and 
motivate students. Thus lessening the cultural 
discontinuity existent between home and school. 
When we take for example the phonics methods and 
the whole language method used in teaching students 
whose first language is Spanish, students under the 
phonics method tend to show reading domain. 
The advantages and disadvantages of each method, 
adds to the debate; Which method is better for teaching 
reading? Jeanne Chall, a professor at Harvard 
University, and director of the reading laboratory of 
that university says; "whole language can work with 
those children who read at home and have had the 
opportunity to learn the alphabet. It is essential to 
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learn the phonemes as first step. Poor and immigrant 
children will be unable to read because of lack of 
opportunities at home. Students with disabilities need 
more structure when learning to read, which whole 
language does not provide1'. 
The Research Problem 
There are probably many ways for the child to 
obtain reading skills, depending upon which component 
of the reading skill is easier to learn at a certain 
period of the child development. As children differ in 
their aptitudes and inclinations while they learn 
several components of the reading skill simultaneously 
it may well be that they reach mastery of each 
component at different times of their cognitive 
development. As is true of other skills reading also 
has several components and one way to relate cognitive 
development to reading is to specify those components 
involved when reading is considered. Several task 
analysis of reading have been published. Eleonor 
Gibson (1971) makes a psychological analysis of the 
reading process trying to find out what it is that a 
skilled reader has learned. Gibson concluded that once 
the child has competence in a spoken language he or she 
will progress through the following stages: 
discriminating graphic symbols, decoding letters to 
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sounds, using higher-order units of structures, the 
spelling and morphological patterns of the language. 
The relevance to these proposed stages is 
presented by Waller (1977); discrimination of graphic 
symbols requires decentralization in order to extract 
discriminating features and classification skills to 
arrive at the latter concepts; decoding letters to 
sound requires multiple correspondence or multiple 
classification because letter sound relations are not 
always of the one-to-one correspondence, higher order 
units of structure (clusters, morphemes, words) again 
depend on part-whole, classification and serialization 
develop only at the concrete operational stage (Waller, 
1977). In another reading analysis John Carroll (1970) 
specified several other components of the reading 
skill. Through this analysis Waller (1977) 
hypothesized several cognitive operations. 
The requirements for successful reading that 
Carroll wrote are: 
a) "Reading requires that the reader knows the 
language that he or she is going to learn to 
read" (Carroll, 1977). A child who does not 
speak a language probably will have 
difficulty with the symbolic function of 
written words. Language acquisition, is made 
possible by the development of 
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representation, the ability to respond to 
stimuli that are no longer present. This 
ability is present or marks the transition 
from sensory-motor to prepositional thinking. 
b) "Reading requires the ability to know that 
written words are analogous to spoken words" 
(Carroll, 1970). Thus, patterns of 
correspondence must be learned between words 
and sound might require competence in dealing 
with one-to-many and many-to one 
correspondences. 
c) "Reading requires the ability to dissect 
spoken words into component sounds" (Carroll, 
1970). It might be considered that 
competence in serialization and part-whole 
relations would facilitate dissenting and 
reassembling words. 
d) "Reading requires the competence to recognize 
and discriminate letters and graphemes in 
their various forms, capitals, lower case 
letters, printed, and cursive" (Carroll, 
1970). It seems that cognitive and 
perceptual decentralization and classification 
skills are required in such learning tasks. 
e) "Reading requires the competence to process in 
left to right and top to bottom order in a 
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text" (Carroll, 1970). This task presupposes 
serialization and ordering competence. 
f) "Reading requires the competence to reason, 
think and make inferences about what was 
decoded" (Carroll, 1970). These competences 
depend upon such abilities as transitive 
(Murray, 1978) and are the basis for concrete 
and formal operational thought. 
g) "Reading requires that the child learns to 
recognize printed words from whatever cues he 
or she can use their total configuration, the 
letters composing them, the sounds 
represented by those letters and/or the 
meaning suggested by the context" (Carroll, 
1970). 
Decentralization, part-whole relationships, 
multiple correspondence and composition of 
thinking might be required for these 
competence. 
The main implication of this theory is that the 
competence to do all these tasks may rest upon the 
development of concrete operations. Therefore, reading 
readiness should be viewed from this perspective. 
However, the psycholinguistic approach to the 
reading process (Goodman, 1976), is against using a 
predominantly visual perceptual model for understanding 
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reading. As Goodman states reading is not a process of 
sequential work recognition. The proficient reader 
samples and predicts and use the least, not the most, 
available information necessary. Also Golinkoff (1976) 
summarized a vaster amount of research on reading 
comprehension and she found out that poor comprehended 
seem to read texts in a word by word manner with a 
minimum of text organization. Golinkoff concludes that 
such children are dominated by the perceptually given 
and connect extract structure, organization and 
consequently meaning from text. 
One of the essential components of the reading 
task, the visual aspect of print theory is; how the 
child views print and how that view affects the child's 
organization of print visually? Ferreiro (1977), for 
example, found out in her study that non-readers or 
beginning readers did not see the spaces between words 
as word boundaries. 
Other problems that print may pose to the child is 
that by merely looking at the symbols on the print the 
child does not derive meaning from them because they do 
not have a referent. Therefore, although we agree that 
in a more advanced stage, perceptual dominance or 
separation of ideas will hamper the reading process, we 
feel that at a certain point on the beginning reading 
level, print on the page represents a code that the 
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child must translate into language. Certain abilities 
at problem solving would help this translation process. 
As Piaget (1977) and Ginsburg (1969) pointed out, the 
development of perceptual discrimination depends upon 
maturation and experience, then it is possible that 
some children would not have enough exposure to print 
to have those necessary perceptual skills developed. 
Therefore, it might be that certain perceptual 
abilities would be prerequisites to success in 
beginning reading (Gluck, 1963; Raven, 1974). The 
tasks of multiple classification, class inclusion, 
serialization, ordering and orientation as they were 
used in Miller-Jones study (1981) will be discussed as 
possible logical-perceptual prerequisites for beginning 
reading. 
The printed page represents a set of units-words, 
sentences, paragraphs that are part of our experience 
as readers. Sometimes children do not have these units 
in their mental concepts (Ferreiro, 1977, Blachowicz, 
1978). Often, children recognize the individual letter 
but have difficulty in seeing it as a part of the 
larger unit word. In order to cope with the two 
meanings of the symbol, that of the individual sound it 
stands for and that of a non available component of a 
word, it might be that the child must handle the 
logical concept of multiple classification (Miller, 
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1977). This task requires the child to classify on 
object according to two or more attributes. If the 
child is still at the stage of one object one 
attribute, his or her perceptual field will be 
organized according to this logical framework. In 
reading the child will see individual letters without 
recognizing them as parts of the word and will see 
words as whole units without learning that they are 
composed of subunits. Class inclusion is a later stage 
of classification and represents the child's concept of 
"some" to ''all” relation. If the child has this 
concept he or she is able to view the part and the role 
it plays in the total unit simultaneously. In reading, 
this skill will be important in the letter relationship 
to the word, word to the sentences and sentences to the 
paragraph (Mason, 1979; Miller-Jones, 1981). 
Orientation is another task supposable required for the 
reading process. The child needs to know that the code 
has to be read from left to right and from top to 
bottom. The concept of left to right relates to 
directionality in reading (Ternes, 1974). Ordering is 
another concept important for letter sequencing 
(Ternes, 1974; Johns, 1974). It seems obvious that the 
ordering of letters in a word is important for reading. 
To us as adults, the word name does not mean the same 
as mane but if a child does not have the concept of 
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order it could be that what is important is that all 
the letter be there and them the two words may be read 
the same. Serialization might be also highly important 
because of its relationship to the concept of letter 
sequence and directionality (Johns, 1974; Gallagher, 
1977). Conservation ability has been shown to measure 
reading readiness (Roven, 1974; Dimitrowsky, 1975; 
Almy, 1976; DeMao, 1976). The fact that conservation 
does not complete until age seven or eight and most 
children learn how to read early and also some unclear 
predictive results do not elect conservation as a 
successful predictor of reading. 
Few areas of education have been the subject of 
more debate than beginning reading. Every conceivable 
approach, it seems, has been attempted with varying 
mixtures of successes and shortcomings. Champions and 
detractors line up and take sides; the debate is 
lively, and there is no indication of its subsiding 
(Aaron, Chall, Durkin, Goodman & Strickland, 1990). As 
if this weren't enough, several added layers of 
complexity appear when we turn to the special case of 
Spanish speaking language minority children learning to 
read. Most controversial is the question of what 
language the child should learn to read first, English 
or Spanish? Bilingual education has a history that is 
of more contentions than is the beginning of reading. 
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At times there appears to be some consensus, even if 
not unanimity, in favor of bilingual education (United 
States General Accounting Office, 1987). The consensus 
then vanishes when we consult a different group of 
experts and policy makers (National Advisory Council on 
Bilingual Education, 1988). 
But even if we decide to use the child's native 
language for initial literacy instruction, what 
research can educators use for guidance? Research aimed 
at finding more effective instructional practice is 
conducted in the United States either for English 
speakers or for language minority children learning to 
read in English. Spanish literacy research in the 
United States have largely concentrated on studying the 
process of Spanish literacy development, but not 
necessarily on developing and testing innovative 
practices that show how to improve achievement. 
There are approximately 1.5 million limited 
English proficient students in the United States 
schools. More than 75% of whom have Spanish as, their 
home language (Young, 1986). In some states, such as 
California, the proportion of Spanish background 
students in the public schools is staggering, with 
projections for the year 2,000 averaging around 35% of 
the school age population (California States Department 
of Education, 1987). 
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There is very little evidence, however, that 
Spanish speaking children, as a group, achieve at 
satisfactory levels even in their native language. 
Even when instructed and tested in Spanish, "Latino" 
children achieve at considerably lower levels as early 
as first grade, and the gap between their achievement 
and the English speaking population progressively 
widens (CBT/Mc Graw-Hill, 1982, 1988). 
One of the reasons for the inconsistent effect 
produced by bilingual education programs, might be that 
native language literacy has not been given sufficient 
attention. In fact, some of the most prevalent 
practices in beginning Spanish literacy instruction, 
might be undermining the very goals of bilingual 
education. 
The few descriptions that exist of Spanish reading 
instruction in the United States, suggest that Spanish 
speaking students receive a curricular and 
instructional diet that is heavy on phonics and 
syllabic analysis, but deficient in meaning language, 
and actual opportunities to read connected text. 
Phonics and syllable-by syllable reading, seem to play 
an even more prominent role in Spanish literacy 
instruction than they do in English. 
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Purpose and Significance of the Study 
The purpose of this study is to investigate what 
reading method is more effective among Spanish speaking 
first graders. 
The study also intends to look into the validity 
of the used instrument, the test level, to measure the 
progress achieved by the students and place them in 
reading groups, and measure the level of knowledge. 
The study has three hypothesis: 
Hypothesis 1. There are significant differences 
in achievement in comprehension and vocabulary. 
Decoding and Phonics Skills, between the first grade 
students in classrooms that use a Phonics Method and 
first grade students who use a Whole Language Method. 
Hypothesis 2. First grade children who where 
taught in the Phonics Method will have higher mean and 
median scores on the Unit Test Level I in reading, than 
first grade children who were taught in other methods. 
Hypothesis 3. The correlation between the 
teacher, the years of experience, and the teaching 
method used for the development of reading in Spanish, 
helped the students obtain a greater percentage in the 
level test and regular test. Both will show a positive 
relation with the values of criterion measures 
established. 
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The results of the test offered to the sample, is 
part of a series called "Pruebas de Niveles", used by 
the district used in the study. The results of the end 
of the school year may varies or change from the 
results offered in this study. 
Significance of the Study 
This study can be helpful to the Bilingual Programs and 
to the instructional strategies to be adopted by 
teachers. An awareness of children’s natural learning 
processes and of how development affects beginning 
reading will sensitize teachers and administrators to 
the need for constructing reading tests appropriate to 
the child's level, and use the appropriate methods to 
teach the students. Therefore, the results of this 
study will help to indicate whether or not the content 
of the reading program and the teaching approaches 
should be reevaluated. 
Description of the Remaining Chapters 
Chapter 1, chapter discusses the needs of the 
child, whose first language is Spanish, to be 
introduced into reading by a capable professional. 
Deciding which language should be used to teach reading 
to a first grade student in the Bilingual Program. 
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The poor feedback from authorities dealing with 
the Bilingual Program, specifically with the reading 
program. Also, the few investigations, if any, about 
this matter. And there, is no evidence that the 
Bilingual Program, its administrators, directors or 
related personnel, are gathering information or data to 
compare the differences and/or effectiveness of methods 
used by teachers who teach reading at the first grade 
level to Spanish speaking students. 
The purpose and significance of the described 
study in hypothetical terms. 
Chapter 2, provides a view of some themes from the 
reading program, reading instruction and language, 
reading goals, concepts of reading instruction at the 
elementary level, and others. Reading methods such as 
Whole Language and The Phonics Approach are discussed. 
The effect of the environment and the role of 
parents in the reading development of children is 
briefly mentioned. 
Chapter 3, presents the questions on which this 
study is based. The limitations of the investigation 
are also presented. The instrument used is described, 
as well as the characteristics of the participants and, 
the population sample. The way in which the gathered 
information is used is specified. 
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Chapter 4, presents the findings, and the 
statistical analysis of the information discovered. 
Conclusions about the questions used in the 
investigation are also made. 
Chapter 5, summarizes the information from the 
study, it gives additional conclusions based on the 
findings, and suggestions for future studies are 
introduced. 
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CHAPTER II 
REVIEW OF THE LITERATURE 
Studies have shown that for virtually all children 
in a literature based society like ours literacy 
learning begins very early in life (Taylor & 
Dorsy-Gaines, 1988, Teate, 1986). The challenge for 
the early childhood classroom, be it prekindergarten, 
head start, a child care center, or kindergarten, is to 
continue the young child's literacy learning in 
developmentally appropriate ways, with special emphasis 
on promoting positive reading and writing habits early 
in life. 
Reviewing descriptions of theory based, successful 
early childhood literacy programs that feature 
developmentally appropriate reading and writing 
activities, reveal an emphasis on providing children 
with daily opportunities for, functional, meaningful 
experiences with written language (Martinez & Teate, 
1987). This review of literature will try to present 
most germane issues in reading programs. 
Understanding Cultural Diversity 
To understand the reading problems in the Hispanic 
population, it is necessary to look at a historical 
background of Bilingual Education in the United States. 
Bilingual Education has a rich history in its 
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evolution. From the inception of this nation in 1776, 
multilingualism has been present. It has made an 
impact on the delivery of education to children of the 
United States. 
The history of bilingual schooling in the United 
States runs parallel to the history of emigration to 
the United States. The three most prominent European 
language groups, which play a major role in this 
history, were the Germans, Spanish, and French. All 
three were present during colonial times as immigrants 
of occupied territories later annexed by the United 
States. These early colonial settlers established 
religious schools which taught in their native language 
and English. 
The Spaniards developed bilingual missionary 
schools to educate the Indians. The second and perhaps 
most significant group which promoted bilingual schools 
during the eighteenth and nineteenth centuries were the 
Germans. The French made up the third most prominent 
language group in colonial times, who provided 
education to its children. All three of these language 
groups enhanced the teaching of their native language, 
but they also taught English, which was the dominant 
language of the country (Fisher & Keller, 1982). 
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Historical Background 
A) Why Columbus Came to America? 
There were three major reasons why Cristobal Colon 
set sail to find a new route to the Indies. The social 
and economical climate in Europe in the XVI century was 
the major influence, but not the only one. 
The first European to go to China was Marco Polo. 
Few years after arriving, he became ambassador to China 
and spent about 20 years there. When he returned to 
Europe with silk, spices, and stories about great 
treasures and rich kingdoms, everybody listen. Stories 
were told from the stories and some of these ended up 
in Cristobal Colon’s ears. This was his first contact 
with the idea of going to the Indies. 
Now, in the social-economic we can see two 
important areas. First the fact that Europeans had to 
buy the goods of the Indies through intermediaries; the 
Muslims, and pay them in gold and silver. European 
countries wanted to have a bigger profit and the only 
way to do this was by buying directly from the Indies. 
This was clear in the mind of every European. Another 
route must be found and quick. 
The Muslims had control over several territories. 
Asia, the north of Africa and parts of Europe. They 
controlled not only the sea route to the Indies, but 
the and path as well; they controlled everything. They 
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had a very profitable commerce with the kingdoms in 
Africa too. The latter usually paid using the rich 
deposits of gold and other minerals, in ivory and with 
some of the merchandise that was produced in Africa at 
the time. The Muslims took this merchandise back to 
the Indies and resold them, with a profit, to the 
Europeans. 
The last straw came when the Turks conquered the 
city of Constantinople from Europe domain (1452). 
Muslims were consider infidels in the eyes of the 
Christians. And Constantinople was the major center of 
the Christian Orthodox Church; held more important than 
Rome by many Christians. 
The Europeans were not going to take this. So in 
the name of religion they started a war with the 
powerful empire of the Muslims. The beginning of the 
Crusades, the European war that lasted several years. 
That is why one of the major goals of Spain was to make 
the "Indians" embrace Christianity. 
B) The Plantations in the Caribbean 
The agriculture life was the first way of business 
in the "new" world. One of the best ways for the 
Europeans to get rich was through the cultivation of 
several products; mainly the ones' that Europeans 
didn't have and wanted. At first they planted tobacco. 
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cotton, and indigo (use for dyes), then sugar. Sugar 
was to become the major product for exportation from 
1650 to 1898. 
The plantation system required an incredible 
amount of people to keep it running. The death of the 
natives, either by disease, war or maltreatment, had 
reduce, to about zero, the population of this group. 
They were absorbed genetically or else completely 
annihilated. At this point the importation of 
non-Europeans; Asians, Native Americans from Central 
American, and Africans began. The beginning of this 
era was to mark the end of the natives civilizations in 
The Americas, and the establishment of slavery. 
After slavery was abolished the problems of the 
plantation system began. They solved it by the 
importation of contracted labor from Africa, Outer 
Asia, India, and even southern Europe. During this 
time many people notice that, "the region could not 
subsist forever by serving as the sugar bowl, tobacco 
pouch, coffee shop and rum supplier of the world" 
(Mintz, 1986), however, they did nothing to help make 
the transition from agricultural to industrialized, 
smoother. 
There are several characteristics that have had a 
long term effect in the economic, political and 
cultural development of the Caribbean Society. For 
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example, "the division into a small group of European 
leaders and master on the one hand and a large group of 
non-Europeans forced laborers on the other produced a 
deeply divided social structure; the domination of the 
plantation system left little or no room for the growth 
of alternatives economic activities, or for the rise of 
substantial middle classes" (Mintz, 1986). 
Understanding this past, gives us a better idea of 
the reason for the present conditions that can be seen 
in the Caribbean, Central and South America, and in 
part, why they emigrate and immigrate. 
Reasons for Emigration and/or Immigration 
Even though the terms are sometimes used 
interchangeable they are different. You immigrate when 
you leave your country to go to a "new" country. This 
usually involves permissions such as visas, passports, 
etc. Emigration is made locally. From one region of 
the same country to another region. 
The immigration of different groups of people from 
several places of the world to the Unites States takes 
by surprise a great number of Americans. The reality 
is that this is a phenomena seen in all places of the 
globe. "Economic backwardness and rapid population 
growth plague many countries today. More that two 
thirds of the world's population live under intolerable 
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conditions of hunger and poverty". (Friedlander, 1965). 
Whenever you find; "population pressure on existing 
scarce natural resources; a predominantly traditional 
agricultural economy operated under labor-intensive 
methods; full utilization of all cultivable land areas; 
an excess supply of labor in the agricultural sector, 
that is, disguised unemployment, or open unemployment 
in the industrial sectors; negligible amounts of net 
savings; and low level of income per capita" 
(Friedlander, 1965), you will see an increase in 
immigration and/or emigration. This condition can be 
found in Asia, Central America, Africa, and the 
Caribbean. 
The problem is simple; too many people, not much 
money. One way of partially solving this problem is by 
causing the people to emigrate and/or immigrate. 
If the emigration process is greater than the rate 
of birth, the economy will experience a partial 
increase of the income per capita. When the second 
variable is equal or greater than the first, then 
you'll have a stagnating economy. An increase of 
foreign capital alongside this, will also help to"jump 
start" the economy. There are other variables to take 
in to consideration, but tempering of these three will 
create a quick way, and a cheap way too, to solve the 
problem. 
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One of the first groups of Latin Americans to come 
to the United States were the Mexicans. However, they 
were in the United States before many groups of 
European immigrants' came. After the Mexican-American 
War (May 13, 1846, February 2, 1848) the United States 
acquired the territories of Arizona, Nevada, Utah, 
Colorado, California, New Mexico (Texas was annexed in 
1845). In the Guadalupe Hidalgo Treaty and the 
Cession, the sale of some of the territories, the 
United States gained 525,000 sq.mile (1,360,000 sq. 
kilometers). Another important part of the peace 
treaty was that Mexico had to remove it's border down 
to the Rio Grande. 
Mexicans have worked in the United States legally 
and illegally for a great number of years. Now-a-days 
the jobs are usually seasonal and mainly in 
agriculture; where they need "braceros". The 
"braceros" those that work in the field, under the sun, 
doing the job that Americans don't want to do. Without 
them, the agricultural system of this country would 
fail in the southwest. 
The other area where you can see the Mexican 
workers are in American factories within the border of 
United States and Mexico. In there factories, usually 
electronics, you'll find that the majority of the 
workers are young women and young man. They also cross 
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the border to do domestic work for some families and to 
work in restaurants. 
The Mexican government cannot sustain the large 
amount of people within its' borders; providing them 
with jobs, education, health care and opportunities is 
a major undertaking. This is not to say that Americans 
should provide for them. However, the shortness of 
money, resources and willingness to work to improve the 
conditions of everyone within the border is an issue 
that should concern us all. With the new Trade 
Agreement between Mexico and United States this 
conditions of poverty and exploitation can become 
worsened. If we do not plan correctly, if the needs of 
everyone are not meet now, we could be creating a human 
tide that in the long run will be suffering worst 
poverty than the one they face now. This one group of 
"immigrants" was here before (the Anglo-Saxon 
Protestants from Europe. 
Immigrants Groups and the Puerto Ricans. 
The United States has historically been a nation 
of immigrants, so that it is not surprising that 
languages other than that of the early English settlers 
should have affected both individuals and institutions. 
The issue of bilingualism as it affects education is 
not new in the United States, but at present the issue 
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may be more visible than at other periods of history, 
because for many it has become a political concern. As 
an educator, I would like to leave politics aside, 
insofar as it is possible, and discuss instead the 
educational needs of our language minority school-aged 
popu1ation. 
At least since the beginning of this century, 
public education in the United States has been faced 
with the task of educating immigrant children who do 
not speak English as their native language. In the 
early part of the century, immigrants were given 
intelligence tests and many were proclaimed 
(feeble-minded) because of their low score on tests 
administered in English (Cummins, 1984; Hakuta, 1986). 
Many of the children of these immigrants did not fare 
well in school, we remember the brilliant exceptions 
who learned English quickly and went on to make 
substantial contributions to American society. But the 
children who did not learn English easily dropped out 
of school and were absorbed into the labor force in 
factories or on farms. In the early years of this 
century, many students did not finish secondary school, 
and the fact that among these dropouts there was a 
disproportionate number of minority language students 
was not then recognized as a problem (Wong Fillmore, 
1985). Today the situation is different. Without at 
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le<ast a high school education, a person is nearly 
unemployable. Technology demands a minimum level of 
education, and this minimum level is not obtainable 
without basic proficiency in English. Therefore, the 
problems faced by schools today are quite different 
from those encountered 50 or 80 years ago. Today the 
schools are charged with providing a basic education to 
age of at least 16 in most states, and preferably to 
the point of high school graduation, at the age of 
approximately 18. The largest single group of language 
A. 
minority students and the one for which we have the 
greatest amount of school-related data, consists of 
Hispanic students drop out of school before completing 
a high school degree (Duran, 1983), and in some places, 
such as New York City, the dropout rate is 807. 
(Bennett, 1986). 
For the last 20 years, the United States 
government, though legislation and funding, has been 
seeking to meet the educational needs of limited 
English proficient students, whether Hispanic or of 
more than 80 other ethnolinguistic groups. In order to 
understand the history of educational movements in the 
United States, it is important to remember that, unlike 
many other countries, there is no central Ministry of 
Education. Each state has its own education agency to 
guide educational matters, and a great deal of freedom 
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in matters of content and method is allocated to 
individual school districts within each state. Thus, 
the curriculum can vary not only in the 50 states, but 
also in individual school districts within a state. 
The Federal Government's role in education has always 
been one of advice, research, provision of extra funds 
to school districts meeting certain criteria for 
educational needs, and of legislation to overcome 
inequities due to race or national origin of students. 
In 1967 the United States Congress amended the 
Elementary and Secondary Education Act by adding Title 
VII or the Bilingual Education Act. The Bilingual 
Education Act is a demonstration programs which 
indicates that local school districts may apply for 
funding to provide programmers to meet the need of 
Limited English Proficient, (LEP), students from 
minority language backgrounds, that is, students from 
homes where a language other than English is dominant. 
The Federal Bilingual Education Act was a stimulus for 
a number of states, such as California, Illinois, 
Massachusetts, Michigan and Texas, to provide their own 
bilingual education legislation and programmers for 
their sizable population of LEP students. 
A few years after the Federal legislation, 
litigation brought against the San Francisco school 
system was appealed to the level of the Supreme Court. 
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This case argued that the schools in SAn Francisco, 
which at the time did not offer any special programmers 
for non-English speaking students, were not providing 
equal educational opportunities for Chinese students 
who did not speak English. What has come to be known 
as the Lau Decision states that the civil rights of LEP 
students must be protected by offering them special 
programmers to meet their educational needs. Thus, in 
the late 60's and early 70's, important initiatives 
affecting the education of LEP students came from both 
the legislative (Congress) and the Judicial (Supreme 
Court) branches of the United States government. In 
each branch, these initiatives led to the establishment 
of bilingual programmers in many schools. 
The Bilingual Education Act was re-authorized by 
Congress in 1974, and in this re-authorization the law 
indicated that schools may apply to receive financial 
assistance to conduct transitional bilingual education 
for their LEP students. The law made it clear that 
bilingual education was to be transitional in nature, 
and defined the programs as follows: 
The term "program of bilingual education" means a 
program of instruction, designed for children of 
limited English-speaking ability in elementary or 
secondary schools, in which, with respect to the 
years of study to which such program is applicable 
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there is instruction given in, and study of, 
English and, to the extent necessary to allow a 
child to progress effectively though the 
educational system, the native language of 
children of limited English-speaking ability, and 
such instruction is given with appreciation of 
the cultural heritage of such children, and with 
respect to elementary school instruction, such 
instruction shall, to the extent necessary, be in 
all courses or subjects of study which will allow 
a child to progress effectively through the 
educational system...(Bi1ingua1 Educational Act, 
1974: Sec 703, (a) (4) (A) ). 
In other words, while school districts were free 
to offer non-bilingual types of programmers, they could 
get funding from the government only by offering 
bilingual programmers. In 1975, the United States 
Office for Civil Rights published the "Lau Remedies", 
or guidelines that school districts should follow in 
order to comply with the Lau decision made by the 
Supreme Court in 1974. The Lau Remedies (which were 
never made into a law) specified that Transitional 
Bilingual Education (TBE) had to be offered to LEP 
students, and also stated that English as a second 
language (ESL) programmers alone could not be 
substituted for bilingual education. Thus, school 
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districts were encouraged to institute bilingual 
programmers for two reasons: (1) bilingual programmers 
were the only programmers that were eligible for 
government funding; and (2) bilingual programmers were 
recommended by the Office for Civil Rights to provide 
the equal education opportunities to LEP students 
required by law. 
Thus began a period of rapid expansion of 
bilingual education in the United States. The 
rationale of providing comprehensible instruction 
through a student's native language until the students 
acquired sufficient proficiency in English to use 
English as the instructional medium made sense 
educationally, start wit where a student is, then lead 
the student to where he or she needs to be. A number 
of states at this time passed laws requiring schools to 
offer bilingual classes for LEP students when a certain 
number of students was identified at a given grade 
level. Also at this time, a number of researchers 
began to write and talk about the psychological and 
social constructs underlying bilingual education 
(Cummins, 1980,1982; Lambert, 1980, 1981; Tucker, 
1980). The transferabi1ity of both knowledge and 
processes acquired in the first language (LI) to the 
second language (L2) became the most important 
theoretical principle underlying bilingual education. 
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While theoreticians were analyzing re1ationships 
between LI and L2, the schools were dealing with the 
practical difficulties of providing something called 
"transitional bilingual education" to many different 
types of students. 
Adding to the practical implementation 
difficulties was the controversia1 nature of the 
biligual education legislation. Many people, whether 
educators, researchers, policy makers, or even parents 
of LEP children, were critical of bilingual education, 
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both for educational, it delays the acquisition of 
English, and for societal, it fosters political 
divisiveness, reason (Wong, Fillmore, 1985). When the 
proposed Lau Guidelines were discussed in public forums 
around the country, many of these objections to the 
recommendations for bilingual education were raised 
Wong,Fi1lmore, 1985). In 1985, the new Secretary of 
Education, William J. Bennett, institute a number of 
changes in the Federal role in bilingual education. 
First, the Lau Remedies were withdrawn, and school 
districts were informed that they have considerable 
discretion under the statute to determine the extent of 
native language instruction required in a transsitional 
bilingual education project (Bennett, 1986). Second, 
increased parental involvement was required, and third, 
school districts were required to submit a plan for 
33 
realized that prior to the 1960s it was, for all 
practical purposes, nonexistent. 
This subfield of professional study has certain 
discernible characteristic. First, this new historical 
literaure views education as schooling. More 
particularly, its emphasis is on public schooling. The 
majority of historical studies describe public school 
developments and Mexican-American experiences with 
them. Probably as a result of the emphasis on public 
schools, other forms of education or learning in the 
community have been slighted. To date, for instance, 
there have been no studies of the nonpublic forms of 
Chicano education, although impressionistic evidence 
indicates that the community itself, Protestant 
denomination, and the Catholic Church have established 
schools for Mexican children since the 1800s. 
Second, social control theories predominate. 
Historical studies on Chicano education, for the most 
part, focus on describing the extent, nature, and 
consequences of public schools for Mexican children. 
They argue generally that schools were oppressive 
institutions aimed at forcefully stampingout Mexican 
students' cultural identity and channeling them into 
low-skilled or dead-end vocational jobs. 
These studies, based on institutional 
developments, fail to take into cosideration the manner 
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continuing special programms for LEP students after 
government funding is no longer available. Of these 
three objectives, only the first represented a 
significant shift in policy. The effect of allowing 
school districts to decide how much native language 
instruction would be provide in transitional biligual 
education programms was to encourage programms which 
significantly diminished or eliminated the use of 
native language instruction. The immediate result was 
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an increase in the number of applications for Title VII 
funds for programms in a category termed, Special 
Alternative Instructional Programs, characterised by 
approaches which do not utilise a non-English language 
for instructional purposes. However, funding from 
Congress for such programmes was limited to a maximum 
of 47. of all awards for instructional programmes under 
Title VII. As a result, in 1985, of the 104 
.applications received for Special Alternative Programs, 
only 35 were funded. 
Mexican Descent 
Since the mid-1960s, many historical studies have 
been done on minority groups, especially individuals of 
Mexican descent. Varied aspects of Mexican life in the 
United States during the 19th and 20th centuries have 
been studied. The historical inquiry into the 
education of Chicanos becomes more important once it is 
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in which minority group members have acted on and 
reacted to these delimitating circumstances. The 
studies, stills only a few, that do take a minority 
perpective of rducation tend to view Mexicans not as 
passive victims of an oppressive and racist public 
school system but as active participants in the shaping 
of their own destinies. 
The history of Chicano education is starting to 
unfold, but many aspects have yet to be explored. 
Overall, this field of professional study is still in 
its infancy, and much more needs to be done before we 
can accurately assess its nature. Still, an overview 
of its status might be useful in determining 
historiographical gaps and in suggesting research 
directions. 
Another area of Chicano education is school 
segregation. The historical inquiry into segregation 
has focused on the evolution of this practice and on 
the factors influencing its development. Four studies 
have been done on the evolution of segregation in the 
Southwest. One of these traces the evolution of 
segregation in the Southwest during the period from the 
late 1800s to the 1960s. The other focus on the 
development of segregation in three cities, Corpus 
Cristi, (Texas), Santa Ana, (California), and Los 
Angeles, (California). 
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The segregation of Mexican children in the 
schools, unlike the case of blacks, was based not on 
constitutional or state statutes but on school board 
regulations, customs, and practices. Two of these 
authors illustrate how school board officials, through 
their actions, were directly responsible for the 
establishment of these segregated schools. In the case 
of Corpus Christi, local school officials constructed a 
tripartite public school system that reflected the 
varied views of Anglo school leaders toward the three 
major ethnic groups in the city, Anglo, black, and 
Mexican (San Miguel, 1979). In Santa Ana, a community 
that did not have any black, local school officials 
established a dual school system to accommodate the 
desires of Anglo parents to place Mexican children in 
separate facilities (Gonzalez, 1985). Each of them 
also argues that, although linguistic rationales were 
used to establish the "Mexican" schools, racial 
antipathy was the underlying motive. 
The Puerto Rican and the Emigration 
This group came to America, as is still coming, 
for the same reasons that the Mexican, or Latin 
Americans, job opportunities, a better life. 
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The accommodation of this group was very easy in 
the beginning. From 1900s to 1960s the United States 
had a need. "Puerto Rico had a large population per 
square mile, a high rate of unemployment and poverty 
was in all places. At the same time, the United States 
had a great demand for unskilled or semi-skilled labor 
in the industries, and in jobs like janitors, 
dishwashers, and hotel maids", (Cordasco & Bucchioni, 
1982). The relation fit the needs of both countries. 
The United States had an unlimited source of a very 
hard working, cheap labor force and Puerto Rico got its 
economy back in place. The unemployment seemed to be 
lower and the government did not have to care for a lot 
of its* people. Two problems were solved. The excess 
population of the island was channeled to the United 
States. 
There are two major laws that allowed this. The 
first one is the First Organic Act of 1900 also known 
as the Foraker Act, and the other the Second Organic 
Act of 17 also known as Jones Act. Under the temporary 
United States military government, 1898 to 1900, the 
use of the US currency and postage stamps was made 
official. With the Foraker Act the United States could 
appointed the civil governor for the island and with 
the Jones Act Puerto Ricans received U.S. citizenship. 
38 
The U.S. migration was not the first time that 
Puerto Ricans had move to another country in search of 
a better life. Puerto Ricans were "braceros" in the 
Dominican Republic, Cuba, Panama, Venezuela, Ecuador, 
Mexico, and Colombia. Ships, expressly chartered by 
farmers' associations in the Antilles, picked up the 
emigrants in the southern part of the island. When the 
United States gained control over the island, the 
Puerto Ricans had another place to go for work. 
Hawaii, and Saint Louis. 
There were other reasons for the migration; a 
search for a better life because the upward social 
mobility in the rural areas was about non-existent; and 
the Governments' attitude toward migration to the 
"mainland". This last one had a lot to do with the 
Puerto Ricans migration. The government made 
arrangements to get lower rates in transportation, air 
and sea. It was easy to move. And they hid the poor 
work and life conditions that would be found in the 
United States. They knew about them, but never told 
the people about them. No one receive accurate 
information. 
In the 1970 census 1,391,463 Puerto Ricans lived 
in the United States; 817,712 in New York; 7,335 in 
Boston; 8,631 in Hartford. However, Puerto Ricans did 
not find the hopes they had expected. 
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Today they are the minority group that benefits 
the least from educational program, health, housing, 
and political involvement in the United States. 
The Puerto Ricans and the Spanish Language 
Puerto Rico was discovered by Cristopher Columbus 
on his second voyage in 1493. From initial 
colonization of the island, Spanish became the dominant 
language, which replaced the indigenous population’s 
language and culture. The "Tainos" culture underwent 
an increase of Spanish dominance, which resulted in a 
decrease in their population. This population loss 
diminished their language and culture, and only a few 
cultural traits remained. 
The Spanish colonials unquestionably came to 
dominate the island only thirty years after its initial 
discovery. From that point on, Spanish became the 
native language of Puerto Rico. From 1860 to 1898, 
Spanish was also the native language of Puerto Rico's 
schools preceding the Spanish American War of 1898. 
The war resulted in Spain's granting the island of 
Philippines, Guam, and Puerto Rico to the United 
States; resigning the domain of Cuba and receiving an 
indemnification of twenty ($20,000,000), millions 
dollars (Maldonado, 1975). 
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When the United States took possession of Puerto 
Rico, in July 25, 1898, 3,314 marines who come out of 
Guantanamo base in Cuba, disembarked in Guanica Bay in 
the Southeast of the island. A historical era was 
ushered, which initiated the Americanization process of 
Puerto Rico. 
It was evident, that United States government's 
effort at Americanization, was directed through the 
schools. The philosophy which prevailed towards the 
new possession was Americanizing, the extension of the 
school systems from the United States, and the teaching 
of English. This was a political solution to a 
cultural dichotomy. Uni1ingualism, uniculturalism was 
the driving force in the Americanization of Puerto 
Rico. From 1898 to 1900, Puerto Rico was under a 
United States military government. However, in 1900, a 
civil government was created with the Governor 
appointed by the President of the United States. The 
Commissioner of Education also was an American 
appointee, charged with Americanizing Puerto Rico. 
This process basically entailed the teaching of English 
in public schools, with a phasing out of Spanish. It 
also included the re-culturalization of the populace 
toward Americanization. It was anticipated that a 
generation would be needed for the inclusion of these 
two tenets in the Puerto Rican people. 
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This thrust toward Americanization was not well 
received by the Puerto Rican people, who saw this new 
dominance as a substitute for the past one. The effort 
demonstrated by the population and its educators, in 
retaining Spanish, impeded the new dominance’s effort. 
English-speaking American educators were imported to 
the island to facilitate and supervise the process 
(Negron de Montilla, 1975). 
The teaching of ’’English only” in elementary 
grades was advocated and attempted during the first 
fifteen years of the Americanization process. 
Reculturalization included the teaching and observing 
of American Holidays, such as Washington’s and 
Lincoln’s Birthday. American officials down played any 
holiday indigenous to the island, such as Puerto Rican 
Discovery Day, (November 19). However, the Puerto 
Rican legislators passed a law which promoted the 
teaching of subject in Spanish. This program ran 
counter to the Americanization process, but did foster 
the reintroduction of Spanish in the elementary grades. 
This policy was the beginning of Spanish language 
dominance in public education. Ironically, the 
conquering Americans believed that the Spanish language 
of Puerto Rico, was nothing more than a patois, which 
could easily be exterminated and replaced with English. 
42 
However, the Puerto Ricans demonstrated will and 
commitment toward their culture. 
Today, Puerto Rico is politically in a 
quasi-colonial/self-governing policy, with the dominant 
language Spanish. The school systems use Spanish as 
the means of instruction, with English taught as a 
subject. However, with the migration of Puerto Ricans 
from the "mainland" back to Puerto Rico, the island has 
introduced transitional bilingual programs which use 
English as the means of instruction, while 
systematically and sequentially teaching Spanish as a 
second language. In June, 1991, the government of 
Puerto Rico, and the legislators, passed a law which 
promoted Spanish as the official language of the 
island. 
Current Facts of the Political and Economical 
Situation in Puerto Rico 
The major economic industries are petroleum and 
sugar. Half of the islands agricultural income come 
from sugar. However, sugar industries are controlled 
by three United States companies; First National Bank 
of Boston; C. Brewer and Company; and South Puerto Rico 
Sugar Company of New Jersey. Impoverished Puerto Rican 
plantation workers chop the cane for tax free United 
States Companies, these companies ship the raw product 
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to the states where is refined, packed and taxed and 
then is sold back as a finished product at an 
exorbitant price to the Puerto Ricans. 
The petrochemical industry Philips, Union Carbide, 
and Texaco Standard Oil Company cause severe pollution 
in some of best fishing waters of the world. The 
Federal Government prohibits Puerto Rico from 
maintaining its own fishing fleet and has forced, by 
95% percent, the importation of fish to the consumed in 
the island. 
In the natural resources, the copper deposits are 
owned by American Metal Climax and Kennicott Copper. 
Together they hold exclusive rights to the deposits 
(they are valued at least, 1.5 Billion Dollars). 
American Metal Climax paid ten dollars for an 
exploration permit. Japan offered a better deal but 
Puerto Rico's colonial position prohibits it from 
engaging in foreign trade. Oil, sugar, tobacco, and 
coffee could attract better prices if offered 
competitively. 
Tourism is the other major industry, also 
controlled by the big American Hotels. 
The United States stops Puerto Rico from enjoying 
independence based on its size and the lack of natural 
wealth. But Puerto Rico has more people than the 
Island Nation of Cyprus and Jamaica; than eight Latin 
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American countries including Paraguay, Costa Rica and 
Panama; than some 32 member states of the United 
Nations, including Laos, Israel, Jordan, Albania, and 
Lebanon. 
Due to conditions in Puerto Rico the people have 
to emigrate in order for an opportunity to a better 
life; just like in the rest of the world that 
experiences poverty and social-economic chaos. 
The struggles of the Puerto Ricans to have active 
involvement in their history sometimes develops in to 
passionate attacks towards the ones that have the 
control. These contradictions create the reality of 
the Puerto Ricans. These contradictions can be seen 
and felt from people in and out the island. A change 
in the social-economic area might be better 
accomplished, by a change in the politics of the 
island. 
For Puerto Rican children in this system, (United 
States School system), the history, customs, values, 
and contributions of the Puerto Rican people should 
encourage their ethnic identity and give them a sense 
of pride in the achievements of their people. It 
should emphasize the teaching of concepts rather than 
the simple accumulation of data. 
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Reading and Language Instruction 
In study reading and in the teaching of reading 
the experts point out that it is necessary to 
understand that reading is an extension of language 
development (Silberman, 1973). According to Ruddell 
(1974), there is an inseparable relationship between a 
child's reading and language development. For example, 
emphasis on concept development through experiences in 
the home and early childhood education curriculum will 
directly enhance the child's reading and listening 
comprehension ability. The control and understanding 
of language will help the child validate decoding 
through meaning in sentences and story contexts. 
Language, which is rooted in personal experiences, 
as Silberman points out, makes it possible for human 
beings to organize experiences and clarify as well as 
extend the understanding of those experiences. 
Expressing life experiences through oral and written 
language communication forms will help develop an 
understanding of key components of story organization 
which in turn will be of value in interpretative 
aspects of reading. One story, for example, can give 
many impressions of the characters thus encouraging a 
child to look at a situation from several points of 
view (Silberman, 1973). In essence, reading, by making 
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available the wisdom of others, puts the cumulative 
experiences of humanity at the disposal of each person. 
As children meet a variety of reading materials, 
they find that reading satisfies many needs and 
purposes. The development of the child’s ability in 
story-type reading rather than word-type reading 
creates a desire to become involved. While becoming 
involved with plot, for example, the child can learn to 
appreciate humor, characterization and techniques of 
artistic expression (Harris, 1970). Most people would 
agree that reading without comprehension is 
meaningless. Reconstructing and understanding the 
thoughts of others is the end product in reading 
instruction. 
Much has been said and written about the teaching 
of reading. To sort all of the literature in the ever 
growing body of materials is a formidable task. Each 
approach of teaching has its advocates and its critics. 
Goals of Reading Instruction 
In many countries, and especially in the 
developing areas of the world, the primary goal of 
reading instructions is functional literacy, the 
ability to read at the level required for performing 
occupational, civic, and familiar duties. In other 
areas, including the United States, reading is taught 
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for both functional and intellectual purposes. The 
good citizen reads not only to learn where he is to 
vote, how extensive his medical insurance is, and how 
many cars his assembly line is to produce each month, 
but he is also expected to use reading for 
entertainment and intellectual stimulation. A major 
segment of reading instruction in the higher primary 
grades, and of literature instruction in the secondary 
schools, is aimed towards these latter goals by 
devoting itself to the merits of the socially 
acceptable literary works of the western world. Every 
high school students learns that the cultured reader is 
marked by a shelfful of expensively bounded, well 
established literature. 
A parallel goal of American reading instruction is 
that reading should be a pleasurable activity, or at 
least that gathering information though reading should 
not be a tedious task. Whether or not these goals are 
obtained is difficult to measure. The standardized 
reading tests given in the public school are scaled for 
national norms, which can only roughly be correlated 
with levels of functional literacy (Time, 1969). To 
measure the level or amount of reading devoted to 
entertainment or intellectual drive, is even more 
difficult. Sale tallies from publishing houses, and 
circulation records from libraries, might given an 
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approximation to these quantities, although the effort 
required for collecting the data would far outweigh the 
value and reliability of the result. 
Furthermore, the amount of reading devoted to 
entertainment and intellectual curiosity, is a function 
of available time and financial resources, as much as 
it is of reading level. 
What can be measured in the reader, however, is 
probably of more importance for the teaching of 
reading, these being more basic perceptual processes in 
which the reader engages his ability to comprehend what 
he/she reads. 
Concepts of Reading at the Elementary School Levels 
Studies have shown that for virtually all children 
in a literature society like ours literacy learning 
begins very early in life (Taylor & Dorsy-Gaines, 1988, 
Teate, 1986). The challenge for the early childhood 
classroom, be it preschool, prekindergarten, head 
start, a child care center, or kindergarten, is to 
continue the young child's literacy learning in 
developmentally appropriate ways, with special emphasis 
on promoting positive reading and writing habits early 
in life. Reviewing descriptions of theory based, 
successful in early childhood literacy programs that 
feature developmentally appropriate reading and writing 
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activities, reveals an emphasis on providing children 
with daily opportunities for holistically functional, 
meaningful experiences with written language (Martinez 
& Teate, 1987). 
One key experience for fostering development in 
young children is interaction with books. For decades 
educators have spoken of the importance of reading 
aloud books to children because reading to children 
increases reading comprehension and oral language 
abilities. Recently experimental evidence has been 
presented indicating that classroom story book reading 
results in exactly these things for first grade 
children and even enhances decoding abilities 
(Feitelson, Kita & Goldstein, 1986). We can certainly 
conclude that teacher’s story book reading is an 
excellent way to get young children interacting with 
books so that they can learn to read. 
It is necessary to take new and different look at 
early childhood literacy development. We found another 
important dimension to young children’s experiences 
with books, familiar throughout this century to expert 
early childhood educators, children’s librarians, and 
mothers who have been reading good books; children who 
are read to regularly will also independently reread 
familiar books to themselves or others before they have 
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learned in the conventional sense (Sulzby & Teate, 
1987) . 
A positive approach to providing young children 
with developmentally appropriate experience with books 
would include with an emphasis on both reading to 
children and letting them read themselves. How can 
such interactions with books be promoted and voluntary 
reading habits be fostered in the early childhood 
classroom? Teachers have found a three pronged 
approach to be most successful. First, read children's 
literature aloud on a daily basis. Second, establish a 
classroom library to make available a wide variety of 
trade books for children's use. Finally, use various 
strategies to encourage children to visit classroom 
library and interact with books, especially by 
rereading them. 
Teaching Concepts in Reading Education Program 
In many reading education classes a discrepancy 
exists between what we want our students to learn and 
how we teach. It is a discrepancy between our practice 
as teacher educators, and our belief that our students, 
the preservice teachers, need a variety of 
instructional strategies in order to be able to educate 
all children effectively. 
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The traditional format of preservice classes, as 
well as of most college course, has tended to consist 
of two avenues for learning; a monologue from teacher 
to students, better know as lecture format, and 
students independent reading of classroom texts. 
Through lecture, content often is separated from 
process as professors "dispense their knowledge into 
student containers rather than allow the students to 
fill their own containers with important, personally 
relevant learning” (Infantino, 1988). 
Sometimes educators have a model in which students 
are treated as learners, are encouraged to engage 
actively in learning, rather than as containers to be 
filled. 
The Effect of Home Environment on Children's 
Motivation to Read 
It is necessary to consider, the relationship 
between environmental conditions, and school 
achievement. In reading the effects of adverse 
conditions affect school progress directly. Indeed, it 
may be in the case of great poverty and malnutrition. 
Children are too weak, lacking energy, and too prone to 
disease, to be able to work well. Except in 
circumstances of such physiological deprivation, the 
main effect of environmental factors may fall upon the 
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child's own cognitive abilities and on the motivation 
to learn. Of course poverty, hunger and insecurity 
impair motivation, as well as physical energy. No 
individual whose mind is dominated by a craving for 
food or by fear of danger, illness or homelessness can 
take much interest in school activities, or make much 
effort to work hard. 
One study made by Whipple, 1986, found that 
American Children of low socio-economic status, 
employed in their spontaneous utterances, a smaller, 
and less variable range of words than did children of 
higher status; and words which differ from those 
considered normal for 6-7 years old children, and from 
those appearing in these children's reading books. 
The children of low socio-economic status used 
shorter sentences, often incomplete; fewer compound and 
complex sentences, and more ungrammatical 
constructions. 
Thus, Milner (1986) found that among a group of 6 
years old children, the majority of those who showed 
the best language ability came from middle class homes, 
and of those with the poore language ability, from 
lower class homes. The difference was due partly to 
the lack of books and of reading aloud in the latter, 
and of opportunities for frequent conversations for 
adults with adequate speech patterns. But also, the 
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middle class children had closer, warmer and more 
affectionate relations with their parents, who were 
permissive and encouraging to them. 
Some investigators found direct relationships 
between parental interests and encouragement, and 
children’s motivation and application to their school 
work. The teachers were asked to estimate whether the 
children were hard workers, average workers or poor 
workers. The frequency of hard workers varied with 
social class, from 26 percent of upper middle class 
children to 7 percent of lower working class children. 
Among children of interested parent, 70 percent were 
hard workers, as against 33 percent of those with 
uninterest parents. However, clearly a fair proportion 
of the latter did work hard in the absence of parental 
encouragement. Hard workers scored higher on the test 
and especially on those of school achievement, than did 
less hard workers. Moreover, the former improved their 
test performance between 4 and 8 years, whereas the 
poor workers decreased in score, whether they received 
parental encouragement or not (Douglas, 1986). 
However, a later study (Douglas, Ross & Limpson, 
1987), of some of the same children at 15 years, showed 
that hard workers with interested parents had improved 
their grades since age 11, whereas those with 
uninterested parents had deteriorated. Undoubtly, the 
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motive to achieve is related to parental stress on 
achievement; and such encouragement is more frequent in 
the higher, than in the lower social classes. But 
parents of children with high achievement motivation, 
while advocating achievement and independence and 
rewarding children when they show these, are also 
permissive rather than authoritarian in their 
discipline. In other words, the child is attracted 
rather than forced by pressure to achieve; and this is 
reinforced by his identification with his parents and 
his desire to be like them. Thus, if the parents are 
themselves well educated and successful in life, the 
children are further stimulated to achieve by this 
identification. Moreover, educated parents tend to 
show greater encouragement to their children to work 
well in school than do less educated parents (Douglas, 
Ross & Simpson, 1986). 
Parents and the Reading Process 
Parent effects on children's reading achievement 
are among the most consistently documented finding in 
educational research. Hess and Holloway (1984) have 
identified five major kinds of influences, the value 
parents place on literacy, parents "press" for academic 
achievement, availability of reading materials in the 
home, amount of time parents spend reading with the 
55 
child, and children's opportunities for verbal 
interactions in the home (Hess & Holloway, 1984). 
In essence, parents effects on children's literacy 
development, have been conceived as occurring within 
the home and directly affecting reading achievement. 
Parent-child interactions, such as reading and talking 
together, and learning opportunities such as those 
provided by the presence of literacy materials in the 
home, are thought to enhance interest and motivation to 
read or to help children acquire the necessary skills 
for literacy, or both. 
In previous studies, these examined how-incoming 
Hispanic parents helped their children succeed in first 
grade, reading in this direct way. Some parents of 
children at risk of reading failure, engaged in certain 
activities with their children, or they provided 
certain home learning opportunities that resulted in 
better than expected achievement for the children. For 
example, in one case a mother reportedly worked and 
practiced daily with her child. She taught her 
daughter words and letters, many of which the teacher 
had not yet taught the child's group. 
In another case, a child's mother went to school 
during the reading hour and then regularly worked with 
her son at home, while the father exhorted the boy to 
put forth more effort. In both cases, the children's 
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first grade reading achievement was better than that of 
peers who were equally at risk of reading failure, but 
who did not benefit from such a degree of parent 
involvement in learning to read (Goldenberg, 1987). 
Is Culture a Cause of Reading Failure? 
Unsatisfied by purely racial or ethnic 
explanations of school performance differences, some 
researchers, began to assert that cultural deprivation 
was the culprit (Gottfriend, 1973). The 
cultural deprivation theory holds that, "children are 
culturally deprived when they come from home and 
neighborhood environments that do not provide them with 
adequately organized stimulation for normal 
development. As a consequence of their deprivation, 
these children are supposedly, retarded in linguistic, 
cognitive and social development" (Ogbu, 1978). 
Although the proponents of cultural deprivation theory 
insist that. Culturally Deprived, referred to no 
specific racial group, the studies and programs 
overwhelmingly use black children. 
Culture seems to be taken here as a commodity, 
which is possessed in greater or lesser degrees by 
different groups of people. Moreover, it seems to 
exist in superior and inferior form. 
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Biological evidence supports neither of these 
views. It is rather that "the genetic endowments which 
permit the acquisition and maintenance of culture, are 
the property of the human species as a whole, not of 
any one race" (Dobzhansky, 1967). Culture is 
transmitted by experience. From an evolutionary point 
of view, the human species is indeed a cultural 
creation. That is to say that, those things inherited 
by learning, are as influential in the evolution of man 
as are those things inherited through the sex cell. If 
a human organism exists, he/she, by definition, is a 
cultural being and cannot, therefore, be deprived of 
culture, except through death, or some other extreme 
separation of the organism, from the forces of 
evolution. 
Is Race a Cause of Reading Failure? 
Comparison of student performance across racial 
lines a practice is peculiar to reading researchers. 
Looking at the differences between Black and White 
students in school performance, and debating the causes 
has been a past-time in the United States for as long 
there has been public education for races (Ogbu, 1978). 
Reading researchers only reflect a prevailing ethos 
race and racial differences when they design research 
that look at reading performance as a function of race. 
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Studies like those conducted by Bordeaux, Shope, 
Stauffer, and Spache (1967) look at methods of 
instruction or readiness, but still compared 
achievement along racial lines. 
The difficulties with racial comparisons are many. 
At the most fundamental level for instance the term 
"race” presents problems of definition. Ashley Montagu 
wrote: 
The term corresponds to no reality whatever, 
but, constitutes an amalgam of erroneous,and 
stultifying ideas of the most damaging kind, 
and has been made the basis of social and 
political action of mostheinous kind 
(Montagu, 1975). 
If by race one means an ethnic group, which is 
defined by customs and common traits, rather than a 
genetically determinable group, there is still 
difficulty with drawing comparisons. Despite the 
claims of researchers like Jensen, Garret, and Ingle, 
there exists no evidence that the physical 
characteristic on which ethnic or "racial" 
identification is made are connected to group 
achievement (Montagu, 1975). The popularity of this 
assumption is still insufficient reason for its 
adoption in research designs. Many factors of ethnic 
groups exist in a society’s impact on individual 
performance. Simple comparisons along these very 
questionable lines would not seem to yield particularly 
useful information. 
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Methods of Reading 
The Phonics Method 
Phonics are being taught in many kindergarten and 
most first grades in the nation to introduce children 
to reading and spelling. A larger number of educators 
believe that phonics instruction is necessary for 
children to learn to read and spell, but many 
psycholinguistics question the value of this 
instruction. The teaching of phonics has been a source 
of controversy since Rudolf Felesh's book. Why Johnny 
Can't Read (1955). Jeanne Chall, addressed the debate 
in her book. Learning to Read: The Great Debate. 
concluding that a condemphasis approach produced better 
reading achievement than a meaning emphasis one. Since 
the publication of Chall's, 1983, book, a movement 
toward greater codemphasis approaches in beginning 
reading has appeared. 
The subject of phonics instruction has been very 
perplexing. Classroom teachers many years ago, felt 
guilty if they didn't teach phonics skill in the basal 
readers they were using. Yet, the direct teaching of 
phonics skill, which often resulted in mastery, did not 
necessarily lead to the children's ability to read a 
text. The teaching of phonics skills suggested in 
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spelling books, caused confusion for many children and 
frustrated many teachers. 
Research during the past decade has enlightened us 
by providing insights into how children develop, as 
written language users. Some researchers have 
documented the constructive process in both reading and 
spelling, and their findings have been confirmed in 
Switzerland, Mexico, and Italy. Wide spread use has 
shown how children develop as spellers and how their 
errors are manifestations of their efforts to work out 
a system of rules (Ferreiro & Teberosky, 1982). 
Phonics Instruction 
Considerable research documents the importance of 
early, intensive phonics instruction, so that children 
acquire independence in word identification (Chall, 
1983). According to Chall, 1987, research evidence over 
the past 70 years indicates overwhelmingly that: direct 
instruction in phonics is need and contributes to the 
better development of decoding, word recognition, and 
comprehension. This same conclusion was drawn by the 
authors of Becoming a Nation of Readers; "On the 
average, children who are taught phonics get off to a 
better start in learning to read than children who are 
not taught phonics" (Anderson, Hiebert, Scott & 
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Wilkinson, 1985). Thus, there is strong support for 
the value of phonics instruction. 
We can find many authors that support the use of 
the phonics method, combined with a literature based 
method. For example, Samuels, 1988, Winograd and 
Greenlee, 1986, recommend a balanced reading program, 
one that combines decoding skills with the skills of 
reading in context. 
There is empirical evidence for the value and 
importance of early, explicit instruction in phonics 
analysis. Likewise, there is evidence to document that 
students benefit by reading high quality children's 
books. Teaching phonics in association with children's 
literature maximizes learning opportunities for 
beginning readers. 
We can say that phonics is the study of the speech 
equivalents of printed symbols and their use in 
pronouncing printed and written words. In this 
approach the emphasis is on a sequence of insulated 
steps including such elements as root recognition, 
initial consonants, consonants blends, vowels, and 
syllabication instruction. However, when an individual 
learns these insulated skills in phonics and begins to 
read passage, the ability to concentrate on that 
passage is diminished (Smith, 1971). Implicit in this 
approach are various sets of rules. For example, the 
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child learns that the rules of syntax are related to 
the written aspect of language together with the 
relationship to visual configurations and semantic 
interpretations. All of this is established when and if 
a child is given various examples and is shown the 
similarities and differences between situations. Given 
the raw materials, the child can develop the rules. 
If the child examines the regularities, given an 
adequate sample to draw experience from, that child 
will find the regularities which are the basis of 
cognitive activities (Smith, 1971). 
On the other hand, Rudolph Flesch (1955) stated 
that there was an overemphasis on the whole method of 
teaching reading, and advocated the teaching of phonics 
which in his view had as its goal the identification of 
written words through an analysis of the letters 
comprising them. 
If the purpose of teaching reading is concerned 
with the joy of reading, the social experience and the 
pursuit of children's interests, then there should be 
further investigation of the teaching of phonics which 
could result in a better balance and the transfer of 
phonics to continuous, fluent reading. 
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Relationships Between Phonics. Reading Comprehension, 
and Vocabulary Achievement 
Researchers have claimed that phonics instruction 
improves word recognition abilities and that fast, 
accurate word recognition, in turn, is a necessary 
condition for reading comprehension (Anderson, Hiebert, 
Scott, and Wilkinson, 1985). 
It is possible to hypothesize that phonics 
knowledge does influence reading comprehension. The 
strong relationship between vocabulary knowledge and 
reading comprehension has been establish (Anderson & 
Freebody, 1988). However, reviews of vocabulary 
training research designed to demonstrate that 
vocabulary instruction improves reading comprehension, 
reveals equivocal result (Mezunski, 1983). With, this 
relationship, it is possible to hypothesize that growth 
in reading vocabulary influences growth in reading 
comprehension. 
Most reading specialists suggest that young 
children find it easier to decode words that are in 
their listening and speaking vocabularies, than to 
sound out words for which they have no background 
knowledge. Is decoding growth, therefore, dependent on 
vocabulary growth?, or Is vocabulary growth dependent 
on decoding growth?, or Are they interdependent? It is 
possible to hypothesize that knowledge of both sources 
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are important for beginning readers, but that decoding 
growth is probably more dependent on vocabulary growth 
that the reverse. 
When a child begins school, his or her ability to 
analyze the sounds in words correlate with later 
reading achievement, more strongly than virtually any 
other entering index, except perhaps vocabulary 
knowledge (Calfee & Drum, 1986). 
Researchers have also found, that teachers who 
spend more than average amounts of time teaching 
students to segment and blend sound in words, produce 
larger than average gains on reading achievement tests 
(Rosenshine & Stevens, 1984). 
Not Everything that works, is The Phonics Methods 
The appallinly poor reading abilities of many 
North American children and adult, have recently 
generated a public outcry loud enough to be heard in 
the nation’s capital. Understandably, emotions are 
running about as high as the stakes. Educators have 
been aware of this problem for decades. Indeed, they 
have long engaged in a time consuming and unproductive 
debate about what works better for teaching reading, 
phonics instruction or the whole language method. The 
Education Department in its 64 page publication. What 
Works stepped in on the side of phonics. A few 
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legislators are also, going on record in favor of 
phonics. "At least one has even gone so far as to state 
that the Whole Language Approach is creating 
illiterates in the nation schools" (Marie Carbo, 1987). 
However, the teaching of reading is not a contest 
between phonics and the whole language approach. There 
are more than a dozen legitimate reading methods, any 
one of which is best if it helps a particular child to 
learn to read. Indeed phonics for all, is not only a 
wrong headed stand, but also a dangerous one. The most 
recent research on reading styles is sending out a 
message, strong and clear, what works is not always 
phonics. 
Why does phonics instruction help some youngsters 
learn to read fluently, while other youngsters in the 
same instructional program struggle and stumble? One 
reason is that each of us has a different style for 
learning to read, that predisposes us to learn easily 
by means of certain reading techniques. An 
auditory/analytic reading style, is one of the most 
important requirements for learning to read through 
phonics. Strong auditory skills are necessary, in 
order to distinguish among subtle differences in the 
letter sound, associate those sounds with the visual 
letter shapes, and blend letter sound quickly to form 
words. Analytic skill are essential, for processing 
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information that has been presented as phonics, usually 
in discrete units, sequentially, with many rules (Phi 
Delta Kappan, 1987). 
It is possible that many students can be placed in 
one of the following three groups: 
1- Those who need phonics to become good readers. 
2- Those who can learn phonics but who do not 
need phonics to read well. 
3- Those who are unable to master phonics. 
The method used to teach any given child to read 
should be chosen with care. If we are to improve the 
literacy rate in the United States, the method that is 
selected must meet two important factors. First, the 
method must help the child become a fluent reader with 
good comprehension. Second, the method must be 
enjoyable for the youngster, so that he or she will 
associate reading with pleasure and thus choose to 
engage in this activity in the future (Carbo, 1987). 
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The Whole Language Method 
On February 18, 1989, the constitution of the 
Whole Language Umbrella, a confederation of whole 
language support groups and individuals, was ratified 
in Winnipeg. This international organization is built 
on the beliefs and practices of whole language learning 
and teaching. Such a powerful international 
educational force as whole language, must be defined 
and described both for advocates and detractors. 
Whole language, whatever it is, a spirit, a 
phil osophy, a movement, a new professionalism, is 
leaving its imprint on students, educators, and parents 
from Wollongog, Australia, to Winnipeg, to Nashville, 
United States (Watson, 1989). Whole language must be 
defined not only for those outside the movement, but 
for whole language educators as well. 
A final need for a definition and description of 
whole language, can guide us into the future of an 
exploration of the potential of language, and of 
learners. For example, when whole language is defined 
or described as student centered, meaning focused, and 
involving real literature, teachers are motivated to 
inquire into the curricular possibilities that can 
materialize when these three dimensions do indeed 
exist. Many whole language teachers have grown to 
68 
realize that their definition of whole language is in 
process, that tomorrow it will be shaped and refined. 
Whole language is difficult to define, for at least 
three reasons. First, most whole language advocates 
reject a dictionary-type definition that can be looked 
up and memorized. 
Teachers have arrived at whole language, by way of 
their own unique paths. Second, whole language is 
often difficult to define because many of its advocates 
are intensely passionate about it, while those who 
demand a definition may disapprove of it, just as 
intensely. For whatever reasons, the emotion against 
and for whole language, could be so strong, that it 
keeps opponents from asking reasonable and inoffensive 
questions, or so intense, that it keeps advocates from 
providing nondefensive answers and an unambiguous 
definition. 
Third, the experts in whole language who can 
provide the richest answers to questions about it, the 
teachers, have not often been asked. Knowledgeable 
teachers used to remain silent. This has changed. 
Increasingly, whole language teachers are being 
consulted; they are receiving recognition for their 
experience and professional information (Watson, 1989). 
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Here are some definitions of whole language: 
"Whole language is clearly a lot of things to 
a lot of people, it's not a dogma to be 
narrowly practiced. It’s a way of bringing 
together a view of language, a view of 
learning, and a view of people, in 
particular two special groups of people; 
kids and teacher's (Goodman, 1986). 
"Whole language is a shortened way of 
referring to a set of belief about 
curriculum, not just language arts 
curriculum, but about everything that goes 
on in the classroom. Whole language is a 
philosophical stance; it's a description of 
how some teachers and researchers have been 
exploring the practical applications of 
recent theoretical arguments which have 
arisen from research in linguistic, 
psycholinguistic, sociology, 
anthropology, philosophy, child development, 
curriculum, composition literary theory, 
semiotics, and other field of study" (Judith 
Newman, 1985). 
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"Whole language is a way of thinking, a way 
of living and learning with children in 
classroom" (Lois Bird, 1987). 
These definitions may lack sameness, but they 
never go outside the boundaries of an acceptable 
definition of some dimension of whole language. The 
definitions are diverse because the personal and 
professional histories of the authors, are different. 
This variety frees those who have studied and practiced 
whole language, to generate their own definitions, then 
to revise their definitions again and again. 
Foundations and Development in Whole Language 
Whole language is a grass roots movement among 
teachers, that is based on research. The practice of 
whole language is solidly rooted in scientific research 
and theory. While it owes much to positive, child 
centered educational movements from the past, it goes 
beyond them in integrating scientific concepts and 
theories of language processes, learning and cognitive 
development, teaching, and curriculum into a practical 
phil osophy to guide classroom decision making (Goodman, 
1989) . 
Whole language starts with the premise that the 
whole language is more than the sum of its parts; it 
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cannot be studied or evaluated by reducing what happens 
in whole language classrooms but to what also happens 
to skill based classrooms. Controlled studies that 
compare whole language to traditional classroom, by 
using score on standardized tests, do just that. They 
reduce whole language to posttest skills gains. Whole 
language teachers are trying to do more than that. 
Most whole language teachers and advocates are 
themselves in transitions from more conventional 
subject and skill paradigms. So, tradition hangs on in 
their minds and actions. A further complexity is that, 
particularly in the United States, whole language 
teachers often find themselves limited by unsympathetic 
administrators, inflexible and restrictive policies and 
decisions making, and mandated inappropriate materials. 
Teachers of whole language operate from how 
language, thought, and knowledge develops, holistically 
and in support of each other. 
Teachers regularly use this theory to make 
teaching decisions. They are constantly collecting a 
wide range of data from their classroom, to make their 
decisions, examine and develop, their operational 
theory. Whole language teachers do not attribute to 
themselves the learning of their pupils. Most 
adherents of whole language recognize the key tenets 
that follow (Goodman, 1986, Newman, 1985). 
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The Future of Whole Language 
Whole language is an attempt to tell new stories 
about education and what education can be. Whole 
language teachers know that literacy empowers. To 
become literate means to change ones's social standing, 
to alter one's position in the world, to have a voice 
to be heard. The empowering nature of language and 
literacy, is why there is a growing number of teacher 
proponents of whole language. They see whole language 
as an attempt to operationalize what we currently know 
about language and learning. 
The theory of whole language is changing. More 
and more whole language theorist are talking about 
reading and writing as tools for learning, rather than 
using terms such as, learning to mean. They are 
increasingly taking the position that, in the final 
analysis, an interest in reading and writing is an 
interest in all learning. 
A current movement in how to teach science, social 
studies, and mathematics, using whole language beliefs 
about the relation between teaching and learning. 
Further evidence of this trend is the growing interest 
in whole language by secondary school content area 
teachers. Process reading and writing currently are 
confined primarily to juniors and senior high school 
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classes, but this is changing and moving to colleges 
and elementary classrooms. 
All areas of the curriculum are affected. Special 
education, early childhood education, and bilingual 
education are just some of the areas being rethought. 
Although whole language may not solve all the 
problems in these areas, some problems are societal, 
rather than instructional, the evidence is mounting 
that educators can greatly improve instruction in these 
areas by applying what is currently know (Harste, 
1989). Educators also discuss, integration, as one of 
the legacies of whole language. The integration of 
reading, writing, speaking, and listening, as well as 
enhancing how to use reading and writing as tools for 
learning across the curriculum, is just the beginning. 
Although whole language began as a theory of how one 
sing system language, is used and learned in social 
groups, its interests have expanded astronomically. To 
understand this expansion, one must think of sing 
systems such as art, music, and mathematics, as 
language, and be willing to hypothesize that what is 
know about how language operates in a system of 
metaphorical thought, has much to say about how other 
sing system might work, and how they might be taught 
more effectively. 
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Whole language is essentially a theory of voice 
that operates on the premise that all students must be 
heard. Language allows each of us to give expression to 
our experience, and thus to share it. That is what 
whole language advocates means when they say that 
language is inherently social. 
Blending Basal and Whole Language Instruction 
In the last few years, there has been a movement 
in reading education away from basal readers, as the 
primary tool for teaching beginning literacy skills. 
Whole language approaches; those which attempt to 
integrate reading, writing, listening, and speaking 
activities using the child’s own language and various 
forms of children’s literature, have seen a resurgence 
both in educational research and classroom practice. 
However, some educators feel that the enthusiasm for 
holistic methods may have already spoken, and that the 
movement could fade away, as it has several times 
before in educational history. Reasons for the decline 
may be that many school administrators and teachers 
feel strongly about keeping basal readers in their 
classrooms and feel they lack the kind of training 
necessary for venturing into the world of holistic 
teaching (Cooter & Flynt, 1989). 
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There seems to be little doubt regarding the 
validity of whole language programs in the elementary 
classroom, but the question remains, "how do we get 
teachers to begin integrating holistic methods in their 
classroom"? A possible solution to the dilemma facing 
both administrators and teachers, is an integrated 
approach. 
Integrated approaches to reading instruction 
combine aspects of whole language and direct 
instruction method, to introduce children to literacy 
in the classroom. In essence, these approaches are 
based on the assumption that emerging literacy can be 
nurtured initially in a holistic and natural manner as 
a prelude to the introduction to commercial reading 
materials (Gunderson & Shapiro, 1988). 
It is further assumed that the basal reader may be 
used in innovative ways to promote a variety of 
literacy experiences. While the notion of integrated 
approaches has been discussed for many years, there has 
been little research that observes and documents their 
existence in classroom (Burns, 1988). 
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Summarv 
Beginning reading instruction is, in most places, 
very much a process of determining readiness, gagging 
possible success from failure, and providing lessons in 
sound and letter matching sills. The advent of the 
psychololinguistic impact on reading and reading 
instruction, is responsible for some changes in the 
notion of what is adequate in a beginning reading 
program. Since researchers discovered that it is 
impossible for reading proceed as the piece meal 
accretion of letters of word, instruction which 
proceeds in this piece meal fashion seems less than 
desirable. Reading is an active process, which 
requires more and less than words and letters. 
From a logical standpoint, both reading and 
learning to read complex processes, each composed of a 
multiplicity of poorly understood subprocesses. 
Memory, language processing, word an letter 
recognition, letter sound translation, soundblending, 
visual scanning and a variety of other tasks are all 
involved, yet none of these is well enough understood 
that its role in reading and reading acquisition can be 
essayed with certainty. The procedures employed by the 
competent reader, whatever they are, represent 
endpoints, or objectives, for the teaching of reading. 
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but they translate no more readily into pedagogical 
procedures, than do the pyramids into the techniques 
used to construct them. For both of these 
developments, the scaffolding that was so essential for 
construction is no longer visible in the final product. 
Utilization of letter sound generalization, for 
example, appears to be essential for acquiring word 
recognition abilities, yet in the competent reader such 
generalizations are infrequently observed in 
application. 
The initial barriers to learning to read, centers 
primarily upon functions in the auditory domain recall, 
blending, and replacement of speech sound. For more 
advanced reading, the vagaries that enter into 
comprehension become the limiting factors. 
From all of these uncertainties, there is some 
comfort to be derived for our humanistic souls, from 
the observation that the average child has considerably 
less trouble in learning to read, than psychologists 
and linguistic do in defining reading. 
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CHAPTER III 
METHODS AND PROCEDURES 
The main purpose of this study is to investigate 
some strategies used for the development of reading 
among Spanish speaking first graders. It does not want 
to establish which strategy is best. It will only give 
a view of different strategies used with students, who 
are a representative sample of the Spanish speaking 
first grade register in the Bilingual Program in a city 
of Western Massachusetts. 
Research Questions 
The three hypotheses stated in Chapter I resulted 
in the following six research questions which were 
examined in this study. 
Question 1. Which reading method proves more 
effective in the development of reading of Spanish 
speaking students? 
Question 2. How can the experience of the teacher 
influence, to get the student to learn to reading? 
Question 3. Can social conditions influence first 
grade students in the learning of reading and affect 
the results of the test? 
Question 4. Are the scores attained by students on 
the reading test show what method is more effective in 
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reading development for Spanish speaking students; who 
were part of the study? 
Question 5. Do the reasons given by the teachers, 
who answered the questionnaire, influence the approach 
or method that they used to teach reading to Spanish 
speaking first graders? 
Question 6. Does ethnic background, socio-economic 
level, family composition, the language used at home, 
(Spanish and/or English), influence the results 
obtained in the reading test? 
Limitations 
The study has the following specific limitations: 
1- Sample size; the sampled population consisted 
of 104 children attending first grade in the Bilingual 
Program in a city in Western Massachusetts. There is 
no way of knowing if this is a representative sample of 
the population. 
2- Age and grade range: tested children ranged in 
age from five years ten months through seven years one 
month at the time of initial testing. At the time of 
initial testing, these children were attending first 
grade in a Bilingual Program, and they received English 
as a second language instruction. 
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3- The research is limited to schools in one 
district, and children whose parents, agreed to let 
them participate. 
4- Physical conditions: it was not possible to 
control the variable of physical conditions under which 
the testing took place. 
5- The research is limited by the reliability and 
validity of the instruments used. 
Population 
A total of 104 children participated in the 
research. Of these, 15 are in The Brightwood school, 
17 are in The Deberry school, 16 are in The Glenwood 
school, 16 are in The Glickman school, 15 are in The 
Boberts school, and 25 are in The New North school. 
Table 1 provides a detailed description of the 
characteristic of the research sample. 
Table 1 
Characteristics of the research sample by sex and 
by number and percent of participants. 
Characteristic 
Ethnic proceeding 
Boys Girls Total Percent 
Puerto Rican 42 56 98 94.2% 
Dominican 3 2 5 4.8 
Cuban 1 0 1 0.9 
46 58 104 100.0% 
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Educational Status* Boys Girls Total Percent 
elementary school 5 4 9 8.6% 
junior high school 12 19 31 28.8 
high school 25 29 54 51.9 
university 4 6 10 9.6 
46 58 104 100.0% 
Family Composition 
(live with) 
Boys Girls Total Percent 
father-mother 21 26 47 45.1% 
father 2 2 4 3.8 
mother 22 30 52 50.0 
other 1 0 1 0.9 
46 58 104 100.0% 
Primary Language** Boys Girls Total Percent 
Spanish 38 56 94 90.4% 
English 8 • 2 10 9.6 
46 58 104 100.0% 
* Education of parents who has 
**Language spoken at home. 
gone farthest in school. 
The information for table 1 was compiled from self 
reports of parents who completed the Student and Family 
Questionnaire. All the participating students in this 
study are Spanish speaking. Even though in some homes 
parents and siblings speak both English and Spanish all 
the students that participated in the study belong to 
the Bilingual Program. Therefore, reading development 
is done in Spanish. 
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Although all the students are residents of the 
city, they have school bus transportation. Some 
students travel up to 10 miles. 
Table 2 presents the age range of the 
participants. It also presents if the student went to 
Kindergarten, or Head Start. 
Table 2 
Age range of the research sample by sex, number, 
placement and percent of participants. 
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range Boys Girls Total 
5-6 through 5-11 4 1 5 
6-0 through 6-1 9 10 19 
6-1 through 6-7 14 29 43 
6-8 through 6-10 14 10 24 
6-10 through 6-11 4 8 12 
7-0 through 7-1 1 0 1 
46 58 104 
Placement before Boys Girls Total 
first grade 
Kindergarten 27 44 71 
Head Start 19 14 33 
46 58 104 
Table 2 indicates a reasonably even distribution 
by sex and age, with the age range 5-6 through 7-1 
containing the largest number of cases. The table 
indicates a placement for the students before first 
grade. 
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Measures Used 
This section describes two variables of 
independent knowledge in the study. These variables of 
knowledge are measured by the instrument developed by 
Macmillan Publishing Company, 1987. 
The instrument was used with the six groups that 
participated. It consisted of 46 boys and 58 girls. 
For the study, the criterion score used is the one of 
the instrument, with the intention to analyze the 
gathered data and the total skills achieved by the 
students. 
The instrument is composed by two parts, first 
"Decoding and Phonics Skills", it is subtest A and it 
includes "Open Syllables". Part two is composed of 
"Comprehension and Vocabulary Skills" it is divided in 
two parts; subtest B, sentences describing a picture, 
and subtest C, forming categories. 
Decoding and Phonics Skills 
In this section of the instrument the students who 
have a manual, have to identify the beginning syllable 
of the name of animals, parts of the body or objects 
that are represented in the picture. The exercise is 
repeated twelve times, which is the component of 
subtest A. 
Scoring system (subtest A): each correct answer is 
worth one point. Results of nine correct answers means 
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the students has the competence or skill. In 
percentage it would mean a 75%. This would be the 
minimum performance to pass this section of the test. 
Comprehension and Vocabulary Skills 
This skills are tested in subtest B and subtest 
C. Subtest B; sentences describing a picture the 
student looks at the picture, besides it there are 
three sentences. One sentence describes the picture. 
Subtest C; form categories, in this section the picture 
has groups animals and objects, the students the one 
that does not belong. 
Scoring system (subtest B): each correct answer is 
worth one point results of five correct out of six is 
the minimum performance. This section in conjunction 
with the results of subtest C form the score for the 
second part of the test. In percentage five out of six 
would mean an 83%. 
Scoring System (subtest C): each correct answer is 
worth one point. In the percentage five out of six 
would mean an 83%. 
Subtests B and C have a total score of twelve 
points, 10 points being the minimal performance. The 
total score of the test is 24 points. The students 
must obtain a total of nineteen points as a minimal 
performance to pass the Unit Test. 
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Reading Tests 
The reading discussion will attempt to provide an 
explanation for Decoding Skills and Comprehension 
Skills. 
Decoding Skills Reading Test include: a variety of 
tasks that have been shown to distinguish good from 
poor readers. These tasks unfortunately, have 
generally been chosen for empirical, rather than 
theoretical reasons. That is they have been chosen 
because they predict reading performance on some 
criterion, not because they help explain the nature of 
the reading deficit. There is however, a substantial 
literature concerned with individual differences in 
decoding skills from an information-processing 
viewpoint. Decoding skills are those that permit the 
reader to recognize printed text, pronounce words, and 
ultimately, access meaning. In other words, decoding 
skills are those necessary to process individual 
letters words, and other small units. Decoding skills 
will also be considered to include processes necessary 
to understand sentences as well. 
Short-Term Memory Between Skilled and Unskilled 
Readers: 
Several writers have noted a relationship between 
reading ability and short-term memory (Jorm, 1983, 
Morrison, Giordani & Nagy, 1977). Jorm suggests that 
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the problem is one of storage poor readers have 
difficulty storing material in short-term memory for 
further processing. As already noted, short-term 
memory is given several important functions in 
information-processing models of cognition. It is seen 
as work space, as a temporary storage area, the 
executive that controls the system's information flow, 
and the site of selective attention. Difficulties in 
the ability to store information in short-term memory 
can result from inefficient storage strategies, a 
control-process problem, smaller short-term memory 
capacity among poorer readers, a structural 
differences, or some combination of both. There is 
evidence of all three problem. 
Images of the printed page enter the 
information-processing system as brief visual images 
lasting about one fourth of a second before they are 
replaced by images from the next eye fixation. These 
brief visual images must be attended to or the 
information contained in them will be lost (Gough, 
1972, Neisser, 1967). Although some writers have said, 
that poor readers have difficulty processing 
information in this sensory stage, called "iconic 
memory", studies designed specifically to asses this 
stages of information processing have found no 
differences between good and poor readers. 
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The quality of the image in "iconic memory", is 
determined by the physical quality of the visual 
stimulus, brightness, contrast, duration. Degrading 
the stimulus by reducing contrast for instance, will 
also degrade the "iconic image" (Neisser, 1967). 
Manipulations that degrade the text do affect poor 
readers more seriously than skilled readers (Lesgold & 
Roth, 1981), but the site of this influence is probably 
in a posticonic memory stage in which partial 
information is used to complete words. It is important 
to note that manipulations that affect access to 
long-term memory codes, substituting rare for common 
words for instance, also differentiate between reading 
groups. The effect of this manipulation is independent 
of stimulus degrading (Becker & Killion, 1977). The 
two manipulations exert independent influences on 
reading. 
Several studies (Bauer, 1977; Torgeson & Goldman 
1977) have concluded that poor readers fail to 
"rehearse" material in short-term memory. A failure to 
rehearse is an example of a control process deficit. 
Poor readers either do not have the ability to use 
rehearsal or they have not developed a strategy that 
tells them when using such a control process would be 
worthwhile. 
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To summarize this discussion of short-term memory 
influence on individual differences in reading ability, 
five generalizations seem supportable. 
1- Poor readers engage in less efficient data 
processing strategies in short-term memory than 
skilled readers. 
2- Poor readers appear to have special 
difficulties in storing and retaining 
information about the order of events. 
3- Poor readers may have a structural short-term 
memory deficit (smaller capacity) but this 
deficit may actually be the secondary result of 
their control processing deficit. 
4- Poor readers show improved short-term memory 
processing with instruction, suggesting that 
their deficit is one of performance rather than 
a structural deficit or total lack of ability. 
5- Poor readers are not slower at scanning 
individual items in short-term memory than good 
readers, although they may have difficulty in 
using information about the probability of 
letters and word sequences to aid scanning. 
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Eye Movement and Reading Ability 
The placement and duration of eye fixations have 
been shown to be partly predictable from text features. 
Readers make longer pauses when processing loads are 
greatest when reading rare words, integrating 
information across clauses, and making inferences at 
the end of sentences (Just & Carpenter, 1980). It also 
has been shown that eye movements during reading are 
controlled by the readers purpose and prior knowledge 
interacting with text characteristics (Rayner & 
Pollatsek, 1981). Eye movement patterns that are 
erratic in all beginning readers have been found to 
gradually stabilize with age and increasing reading 
skill (Tinker, 1965). In other words, eye movement 
patterns are governed by the skill and purpose of the 
reader and not the other way around. This 
interpretation is strongly supported by the finding 
that although training can influence eye movements, it 
does little to improve reading competence. 
The same conclusion can also be applied to the 
eye-voice span as described by Levin (1979). The 
eye-voice span is defined as the distance that the 
eye-voice span is to have subject read aloud until 
reaching some reports what she or he has seen beyond 
the word just read. Levin reviewed the literature on 
the eye-voice span and found there is, indeed, a 
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relationship between it and reading disability. Once 
again, however, the direction of causality is unknown. 
Because there is no evidence that training aimed at 
increasing the eye-voice span increases reading 
competence, it seems likely that like eye movements, 
the eye-voice span is the result rather than cause of 
reading disability. 
Comprehension Skills 
One of the main purposes of reading is to "make 
sense" out of the printed page. Making sense has been 
defined in various ways by test publishers. For some, 
it means being able to extract the main idea from a 
passage. For others, making sense of a passage means 
being able to answer simple questions about it; and for 
still others, drawing inferences from what is read is 
the hallmark of comprehension. Actually, comprehension 
includes all of these skills and more. It also 
includes the ability to integrate already existing 
knowledge with what is being read. Some of these 
comprehension skills have been shown to discriminate 
between good and poor readers, though it has not always 
been easy to distinguish between the various skills 
themselves. 
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Comprehension and Strategies 
Reading for pleasure and reading to prepare for an 
exam require different strategies from the reader. 
Reading for pleasure does not generally require linking 
what is currently being read with previously learned 
material so that it can be recalled later. It does not 
usually require committing such new information to 
memory. Studying for an exam requires both. 
Several researchers have approached reading 
strategies from a level of processing point of view. 
The idea behind this approach is that text can be 
analyzed at several levels. Proofreaders and typist, 
for instance, concentrate on spelling and punctuation, 
avoiding semantic interpretations. They are often 
unable to give a summary of the materials that they 
have been working on. In contrast, reading for meaning 
can result in missing typographical and grammatical 
errors. From an interactive viewpoint, all levels 
contribute to skilled reading (Perfelti & Roth, 1981). 
The main goal of reading is to make sense out of 
printed text. Making sense can be defined in various 
ways, drawing inference, answering questions, 
abstracting the main idea, but all share one common 
characteristic they all imply the ability to reason 
about what is read. There is at present no general 
consensus about the subskills underlying reading 
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comprehension (Rosenshine, 1980). Although several 
studies have found a syntactic deficit is possible but 
that this deficit may actually be a secondary problem 
resulting from poor readers failure to deal adequately 
with order information in short-term memory. Both good 
and poor readers have been found to be sensitive to 
semantic context, but good readers appear to be able to 
use context automatically, whereas poor readers require 
attention demanding controlled processing to take 
advantage of contextual cues. Poor readers also seem 
more bound by local influences, words and sentences, 
than good readers, who take greater advantage of 
overall text characteristics. Differences in 
abstracting meaning at the sentence level such as those 
measured by the sentence picture verification task seem 
to be more sensitive indicators of individual 
differences than studies of macrostructure processing 
variables such as overall passage meaning. 
The Measure 
For the present study a reading measure was used, 
that combined levels of words reading knowledge. The 
test comprehends two subtests. The first part, 
intended for beginning readers, has twelve pictures 
with four syllables for each, the student chooses the 
syllables that make the word. The second part has two 
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subtests. This part, like the first, presents a 
picture, but with a complete sentence, the purpose is 
for the student to look at the picture and choose the 
correct sentence. The parts of the test are meant to 
measure reading accuracy, decoding, and reading 
comprehension, extracting meaning from a picture. The 
reading accuracy was measured by the first subtest, 
syllables recognition and complete a word, from a 
picture. The reading comprehension was measured by 
twelve sets of pictures, six of them to be grouped by 
elements. The reading total was assessed by the two 
processes, decoding and comprehension. 
Scoring system: a score from 1 to 12 was given for 
reading accuracy, meaning the decoding process. A 
score from 1 to 12 was given for reading comprehension 
a total score of 24 was given to reading total, 
decoding and comprehension. 
A copy of the reading test is include in the 
Appendix. 
Data Collection 
The data was collected by the author of this study 
in six elementary schools in a city in a Western 
Massachusetts. Data for this research study was 
collected over a one semester period, September through 
December 1991. Included were: (a) interviews and field 
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notes; (b) questionnaire completed by parents; (c) a 
reading test; (d) a questionnaire completed by teachers 
to analyze and obtain a multidimensional picture of how 
teachers saw reading in their school, what they 
believed about reading. A description of the 
instruments is found in the Appendix. 
The first purpose of the research, is to describe 
the level of reading ability in Bilingual Program 
children, who speak Spanish from age five to seven. 
This was attained by using a reading test from 
Macmillam Publishing Company in Spanish. 
To determine how family composition, years in the 
United States, family income, and parents education, 
related to success in beginning reading in Spanish, 
information was gathered through a Student and Family 
questionnaire. 
To determine how teachers, experience, years in 
the United States, experience in the Bilingual 
Programs, and methods used, relate to success in the 
development of reading in the first grade. 
The administration of the reading test was 
individual and the maximum time allowed for each 
student was thirty minutes. The parent's questionnaire 
was sent home and returned to the classroom teachers. 
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Data Analysis 
The data of this study was analyzed with a 
Personal Computer by Mr. Edwin Martinez. 
The program used was based upon the computing 
package, Stat Package, and Statistical Analysis Package 
(Graph in the Box, version 1.1). 
In order to describe the children's levels of 
cognitive and reading development, measures of central 
tendency, relationships and one-way analysis of 
variances were used. To establish relationships 
between the dependent variable reading and the group of 
selected variable (age, sex, ethnic background, 
socio-economic level, the family composition and the 
language used at home) specific procedures like 
cross-tabulation, breakdown and descriptive statistic 
were used. 
The statistical significance of the test and the 
measure of association of the correlations were given 
by inferential statistics such as the chi-square. 
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Chapter IV 
RESEARCH RESULTS 
The purpose of this chapter is to present the 
collected data, and to describe the results. 
Statistic Description 
In this chapter, the findings of the studied 
sample and questionnaires are discussed. It is not 
intended to establish methods to be used in the process 
of teaching reading to Spanish speaking students, but 
to expand the view over methods currently used, as 
reported by teachers, and the results of such methods. 
The results of the information obtained from 
teachers, students, and families of the students, will 
be presented as tables, with a graphic representation 
in Appendix A. The years of experience of the teachers 
have been taken in consideration, for it has an effect 
on the reading development process in the first grade 
level and the results of the test, therefore the study. 
All the subtests included in the tests Unit I are 
compared. For example, the "Decoding and phonics 
skills" section is compared to each on of the other 
sections, taking in consideration the experience of the 
teacher, to determine if there is significant 
difference between groups. 
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Results of Statistic Analysis 
Table 3 gives a reference of the six sample 
groups, including the total of students in each group 
and the percentage it represents within the study. 
Table 3 
Student registration by group and percent. 
Group # Students Register Percent 
1 15 14.4% 
2 17 16.3 
3 16 15.4 
4 16 15.4 
5 15 14.4 
6 25 24.0 
104 100.0% 
* See Figure 4.1, page 118. 
Groups 1 and 5 have a registration of 15 students 
each, which represents a 14.4% (each) of the total 
sample. Group 2 has a registration of 17 students, 
which represents a 16.3% of the total sample. Groups 3 
and 4 have a registration of 16 students each, which 
represents a 15.4% (each) of the total sample. And, 
group 6 has a registration of 25 students, which is a 
24.0% of the total sample. 
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Table 4 
Age range of the student sample. Grade 1. 
Number of 
Age range Children Percent 
5-6 through 5-11 5 4.8% 
6-0 through 6-1 19 18.2 
6-1 through 6-7 43 41.3 
6-8 through 6-10 24 23.0 
6-10 through 6-11 12 11.5 
7-0 through 7-1 1 .9 
104 100.0% 
* See Figure 4.2, page 119. 
Table 4 gives the age distribution of the sample 
and the percentage it represents within the sample. 
The age is not distributed by groups, but by the total 
sample. The ages range from 5 years and 6 months to 7 
years and 1 month. 
Table 5 
Family composition. 
Family Composition Number of 
(live with) Children Percent 
father-mother 47 45.2% 
father 4 3.8 
mother 52 50.0 
other 1 1.0 
104 100.0% 
* See Figure 4.3, page 120. 
Table 5 gives the family composition. who the 
students live with. A 45.2% of the student sample. 
that is 47 students , live with both parents . A 3.8% of 
the student sample. 4 : students, live with the father 
only. The biggest number lives with the mother, that 
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is 52 students, or 50% of the sample. Only 1 student 
lives with a person other than the parent. 
Table 6 
Ethnic background of the students. 
Characteristic Number of 
Ethnic proceeding Children Percent 
Puerto Rican 98 94.2% 
Dominican 5 4.8 
Cuban 1 1.0 
104 100.0% 
* See Figure 4.4, page 121. 
Table 6 gives the ethnic background of the student 
sample. It can be observed that 98 students are of 
Puerto Rican background, 5 students are of Dominican 
background, and 1 student is of Cuban background. 
Table 7 
Type of residence. 
Families Number of 
Lived in Families Percent 
Apartment 76 73.0% 
House 28 26.9 
104 100.0% 
* See Figure 4.5, page 122. 
In table 8 the place of residence of the student 
is determined. Most of the families reported that they 
lived in an apartment. The remark gives us information 
of the instability of some of the families of students 
participating in the study. 
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Table 8 
Number of years that the families have lived in 
the United States. 
Years 
United 
in 
States 
Number of 
Families Percent 
1 to 2 16 15.3% 
2.5 to 3 8 7.6 
3.5 to 4 13 12.5 
4.5 to 5 15 14.4 
6 to 7 14 13.4 
8 to 9 9 8.6 
10 to 11 14 13.4 
12 to 13 7 6.7 
16 to 18 2 1.9 
19 to 20 2 1.9 
23 to 25 4 3.8 
104 100.0% 
* See Figure 4.6, page 123. 
Table 7 gives a relation of the years that the 
families have lived in the United States. An 
interesting and relevant remark of this table, is that 
though many families have been in the United States for 
years, their children were registered in the bilingual 
program. The remark is important, for it shows that 
these families value the importance of keeping their 
first language. It can be inferred that they want 
their children to learn to read in Spanish. 
The following tables hold out a relation between 
the test parts and parents Educational Levels. 
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Table 9 
Parents education level. 
Parents 
Educational Level 
Number of 
Parents Percent 
grade 1-6 15 14.4% 
grade 7-9 37 35.5 
grade 10-12 37 35.5 
University 15 14.4 
104 100.0% 
* See Figure 4.7, page 124. 
Table 9 presents the education level of the 
parents. The education level goes from first grade of 
school to college level. There are 15 parents who only 
have an educational level between first and sixth 
grade. Thirty seven parents have an educational level 
between seventh and ninth grade. Also thirty seven 
parents have an educational level between tenth grade 
and high school diploma. The remaining 15 parents have 
a college degree. 
If we observe the table 9 we can ask. Is there a 
relation between Parents Educational Level and the 
results or progress of the students? and this reflects 
in the test scores. 
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Table 10 
Correlation Analysis between parents educational 
level and. Decoding and Phonics Skills. 
Var. Mean SD Corr. LG CV Prb. Sig. 
Part.Ed. 2.50 .9138 
.0163 102 .1946 .05 N/S 
Dec.Pho. 8.81 2.6109 
In table 10, the correlation (r) was .0163 for 102 
ranges of liberty (df). The critical value is .05 for 
a probability of .1946. 
Since the correlation (r) (. 0163) is less than the 
critical value (.1946) it can be concluded that is not 
exists difference between Parents Educational Level and 
Decoding and Phonics Skills (Part A) • 
Table 11 
Correlation between Parents Educational Level and 
Comprehension and Vocabulary Skills, (Parts B and C). 
Var. Mean SD Corr. LG CV Prb. Sig. 
Part.Ed. 2.50 .9138 
.0045 102 .1946 .05 N/S 
Com.Voc. 9.32 2.3748 
In table 11, the correlation (r) was .0045 for 102 
ranges of liberty (df). The critical value is .05 for 
a probability of .1946. 
Since the correlation (r) (.0045) is less than the 
critical value (.1946) it can be concluded that is not 
exists difference between a Parents Educational Level 
and Comprehension and Vocabulary Skills (Parts B and 
C) . 
Table 12 
Correlation between a total test score and 
Parents Educational Level. 
Var. Mean SD Corr. LG CV Prb. Sig 
Part.Ed. 2.50 .9138 
.0092 102 .1946 .05 N/S 
*-
3 
•
 CO
 
•
 18.12 4.639 
In table 12, the correlation (r) was .0092 for 102 
ranges of liberty (df). The critical value is .05 for 
a probability of .1946. 
Since the correlation (r) (.0092) is less than the 
* 
critical value (.1946) it can be concluded that is not 
exists significant difference between a Parents 
Educational Level and a Total Test Score. 
When analyzing the information from the forms sent 
to parents, some interrogatives were brought up: Can 
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schooling of parents affect the results of the test?, 
and. Can social level affect the results of the test? 
To answer these interrogatives, a correlation 
between the parents schooling and social level is made. 
The next tables shows the answer to those questions. 
Table 13 
Family Income. 
Families 
Income 
Number of 
Families Percent 
Low 4 3.8% 
Moderate 3 2.8 
Welfare 90 86.5 
Work 7 6.7 
104 100.0% 
* See Figure 4.8, page 125. 
Table 13 shows the income of the families of 
participants. The majority of the families, 90 in 
total, are on welfare, this is an 86.5%. Four families 
indicated a low income and three indicated a moderate 
income, but there is no information if they receive any 
kind of economic assistance. Only seven families 
indicated an income proceeding from work. 
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If we observe the table 13 we can ask. Is there a 
relation between Family Income and the results or 
progress of the students? and this reflex in the test 
scores. 
Table 14 
Correlation between a Family Income and Decoding 
and Phonic Skills (Part A). 
Var. Mean SD Corr. LG CV Prb. Sig. 
Fam.Inc. 2.960 .5009 
.0166 102 .1946 .05 N/S 
Dec.Pho. 8.81 2.6109 
In table 14, the correlation (r) was .0166 for 102 
ranges of liberty (df). The critical value is .05 for 
a probability of .1946. 
Since the correlation (r) (.0166) is less than the 
critical value (.1946) it can be concluded that is not 
exists significant difference between Family Income and 
Decoding and Phonics Skills (Part A). 
106 
Table 15 
Correlation between a Family Income and 
Comprehension and Vocabulary Skills (Parts B and C). 
Var. Mean SD Corr. LG CV Prb. Sig. 
Fam.Inc. 2.96 .5009 
.1526 102 .1946 .05 N/S 
Com.Voc. 9.33 2.3748 
In table 15, the correlation (r) was .1526 for 102 
ranges of liberty (df). The critical value is .05 for 
a probability of .1946. 
Since the correlation (r) (.1526) is less than the 
critical value (.1946) it can be concluded that is no 
exists significant difference between Family Income and 
Comprehension and Vocabulary Skills (Parts B and C). 
Table 16 
Correlation between a Family Income and a Total 
Tests Score. 
Var. Mean SD Corr. LG CV Prb. Sig 
Fam.Inc. 2.96 .5009 
.0691 102 .1946 .05 N/S 
T.S. 18.12 4.639 
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In table 16, the correlation (r) was .0691 for 102 
ranges of liberty (df). The critical value is .05 for 
a probability of .1946. 
Since the correlation (r) (.0691) is less than the 
critical value (.1946) it can be concluded that is no 
exists significant difference between Family Income and 
Total Tests Score. 
The next table show the experience of each one of 
the six participating teachers and how this experience 
influenced the results of each part and the total score 
of the test. 
Table 17 
Teacher Experience. 
Teacher Exp.Years Percent 
1 3 3.4% 
2 7 8.0 
3 15 17.2 
4 17 19.5 
5 18 20.6 
6 27 31.0 
87 100.0% 
* See Figure 4.9, page 126. 
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This table present Teacher Experience and the 
percent with relation to the Total of all participant. 
Table 18 
Correlation between Teacher Experience and 
Decoding and Phonics Skills. 
Group # Teacher Exp. N Mean SD 
1 3 16 8.0000 2.6833 
2 7 25 8.2800 2.2271 
3 15 17 7.4706 2.7640 
4 17 15 9.8000 2.5128 
5 18 15 10.2000 2.3664 
6 27 16 9.6250 2.3629 
Anova Summary Table 
Source of Sum of Mean Signf. 
Variation DF Square Square F Level 
A 5 102.3286 20.4657 3.3437 0.0079 
Error 98 599.8253 6.1207 
Total 103 702.1538 
In table 18 proportion F was 3.3437 for. 05 and 
103 ranges of liberty (df). The critical value is, 
3.20 for a probability of .01. 
Since proportion F is higher than the critical 
value, it can be concluded that significant difference 
exists between groups. 
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Table 19 
Variance Analysis between Teacher Experience and 
the students groups in parts B and C, Comprehension and 
Vocabulary Skills. 
Group # Teacher Exp. N Mean SD 
1 3 16 8. 8750 2.1871 
2 7 25 8. 8000 2.2174 
3 15 17 8. 0588 2.7035 
4 17 15 9. 9333 2.7894 
5 18 15 10. 8000 1.7403 
6 27 16 9. 9375 1.8062 
Anova Summary Table 
Source of Sum of Mean Sigf. 
Variation DF Squares Square F Level 
A 5 81.5668 16.3134 3.1535 0.0111 
Error 98 506.9620 5.1731 
Total 103 588.5288 
In table 19 proportion F was 3.1535 for 5 and 98 
ranges of liberty (df). The critical value is 2.30, 
for a probability of .05. 
Since proportion F is higher than the critical 
value, it can be concluded that significant difference 
exists between groups. 
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Table 20 
Variance Analysis between Teacher Experience and 
the Total Scores of the Test. 
Group # Teacher Exp. N Mean SD 
1 3 16 69.7917 19.1546 
2 7 25 71.1667 18.0390 
3 15 17 64.7059 20.6827 
4 17 15 82.2222 20.4407 
5 18 25 87.5000 15.7485 
6 27 16 81.5104 13.4344 
Anova Summary Table 
Source of 
Variation DF 
Sum of 
Square 
Mean 
Square F 
Sigf. 
Level 
A 5 6386.9863 1277.3973 3.8894 0.0029 
Error 98 32186.5647 328.4343 
Total 100 38573.5510 
In table 20, proportion F was 3.9381 for 5 and 98 
ranges of liberty (df). THe critical value is 3.20, 
for a probability of .01. 
Since proportion F is higher than the critical 
value, it can be concluded that significant difference 
exists between groups. 
Table 20 offers a view of the experience of the 
teachers and how it affected the test scores. The six 
groups are viewed in terms of: the size of the group, 
the years of experience of the teachers, the mean 
score, and the standard deviation. 
Some interesting data from this table is that for 
teacher with 17 and 18 years of experience the students 
obtained the highest scores of the tests. It is 
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correct to infer that the experience of the teachers 
affects directly the results obtained by the students. 
The last three tables show the correlation between 
the experience of the teacher and the different parts 
of the test used in the study. 
Observing the information presented in tables 18, 
19, and, 20 indicate significant differences between 
the experience of the teacher, each one of the parts of 
the test, and the total score of the test. 
The interpretation means that the experience of 
the teacher makes a great difference in the resulting 
score of the test. 
Frequency analysis of the test 
The test used in this study called "Prueba de 
Unidad Nivel I” (Unit Test Level I), is divided in two 
subtests. The first subtest. Part A called Decoding 
and Phonic Skills, has a total value of 12 points. The 
student must have a minimum of 9 points to approve the 
skills. The second subtest consists of two parts. Part 
B called Describing a Picture, and Part C called 
Comprehension and Vocabulary. Each part has a total 
score value of 6 points, with a minimum of 5 points to 
approve the skills. The total value of the Unit Test 
is 24 points. 
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Table 21 
Correlation between the Strategy and Decoding and 
Phonics Skills. 
Strategies N Mean SD 
Phonic Methd. 31 9.9032 2.3431 
Whole Language 33 7.7273 2.6957 
Comb.Of Methd. 40 8.8500 2.4237 
An ova Summary Table 
Source of Sum of Mean Sigf. 
Variation DF Squarer Square F Level 
A 2 75.7987 37.8994 6.1113 0.0031 
Error 101 626.3551 6.2015 
Total 103 702.1538 
* See Figure 4.10, 
Total scores 
Skills. 
page 127. 
Table 
from Part A 
22 
Decoding and Phonic 
Student Punctuation Percent 
2 2 1.9% 
2 3 2.8 
4 4 3.8 
4 5 4.8 
9 6 5.7 
10 7 6.7 
11 8 7.6 
13 9 8.6 
17 10 9.6 
13 11 10.5 
19 12 11.5 
104 100.0% 
The table shows the scores obtained by the 
students in Part A of the test. The total of students 
who did not approve the skills was 42 students, or 
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40.3%. This is less than half of the sample. The 
total of students that approved the skills was 62 
students, or 59.6%. More than half of the sample 
mastered the skills that were being tested. 
Table 23 
Correlation between the strategy used and 
Comprehension and Vocabulary Skills (Parts B and C). 
Strategies N Mean SD 
Phonic Methd. 31 10.3548 1.7990 
Whole Language 33 8.4545 2.4634 
Comb.of Methd. 40 9.2250 2.4754 
Anova Summary Table 
Source of Sum of Mean Sigf. 
Variation DF Square Square F Level 
A 2 58.2753 29.1346 5.5500 0.0052 
Error 101 530.2536 5.2500 
Total 103 588.5288 
Table 24 
Total scores from Parts B and C Comprehension 
and Vocabulary Skills. 
Student Punctuation Percent 
1 0 .0% 
2 1 .9 
6 2 1.9 
10 3 2.8 
18 4 3.8 
28 5 4.8 
39 6 5.7 
104 100.0% 
Table 24 shows the scores obtained by the students 
in Part C of the test. Of the 104 students tested, 37 
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did not approve the skills, for a 35.6%. The remaining 
67 students approved the skills being tested, for a 
64.4%. More than half of the students approved the 
skills that were being tested. 
The average score obtained by the sample of 104 
students is shown in the next table. All strategies: 
Phonics Methods, Whole Language and Combined Methods 
are shown in the table. 
Table 25 
Correlation between strategy used and Total 
Scores Tests. 
Strategies N Mean SD 
Phonic Methd. 31 84.4086 14 .6711 
Whole Language 33 67.1717 19 .8124 
Comb.of Methd. 40 75.3125 19 . 4838 
Anova Summary Table 
Source of Sum of Mean Sigf. 
Variation DF Square Square F Level 
A 2 4750.1893 2375.0946 7.0923 0.0013 
Error 103 33823.3617 334.8848 
Total 103 38573.5510 
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Table 25 shows the results of test scores compared 
to teaching strategies used by the teacher. The 
identified strategies are: Phonetic Method, Whole 
Language, and the combination of both. 
From the table it can be inferred that the 
Phonetic Method is the most effective with Spanish 
speaking students. The other methods, though 
frequently used, are not as effective for the 
development of reading of Spanish speaking students in 
the first grade. 
Table 26 
Total scores of Unit Test Level I. 
Punctuation Student Percent Test % 
6 1 1.0% 25% 
7 1 1.0 29 
8 3 2.9 33 
9 2 1.9 38 
10 3 2.9 42 
12 1 1.0 50 
13 5 4.8 54 
14 8 7.7 58 
15 5 4.8 63 
16 5 4.8 67 
17 10 9.6 71 
18 7 6.7 75 
19 5 4.8 79 
20 8 7.7 83 
21 13 12.5 88 
22 6 5.8 92 
23 6 5.8 96 
24 15 14.4 100 
104 100.0% 
In this table, the total scores of the test are 
shown. To interpret the information, the first four 
students data will be explained. The first student 
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obtained 6 answers correct, for a total of 25% in the 
test. The second student obtained 7 correct answers, 
for a 29% in this test. The third student obtained 8 
correct answers in the test, for a 33% in the test. 
And last, the fourth student obtained 9 correct 
answers, for a 37% in the test. The table continues 
like this up to the students who obtained the highest 
score. 
In the total score, 51 students did not approve 
the skills of the test, a 49% of the sample. The other 
53 students approved the skills of the test, a 51% of 
the sample. It is important to note that only 1% over 
half of the sample approved the test. 
117 
14.4% group 1 
16.3% group 
15.4% group 3 
group 5 14.4% 
15.4% group 4 
group 6 24.0% 
2 
This figure gives reference of the six sample groups. 
Students by group: 
Figure 4.1 
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0.9% 7-0 to 7-1 
6-1 to 6-7 
11.5% 6-10 to 6-11 
41. 
Age distribution of the sample and the percentage. 
Age range of students sample: 
Figure 4.2 
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1.0% other 
This figure gives the family composition. 
Family composition: 
Figure 4.3 
120 
Cuban Dominican 
94.2% Puerto Rican 
This figure gives the ethnic background of the sample. 
Ethnic background: 
Figure 4.4 
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This figure reflex the place of residence of the students. 
Type of residence: 
Figure 4.5 
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23-25 yrs. 
_3 g%l.9% 19-20 yrs. 
16-18 yrs. 1 g|M^^15.4% 1-2 yrs* 
12-13 yrs. 6.7% 
10-11 yrs. 13.4% 
8-9 yrs. 8.7% 
7.7% 2^-3 yrs 
12.5% 3^-4 yrs. 
6-7 yrs. 13.5% 14.4% 4^-5 yrs 
This figure gives a relation of the years that the 
families have lived in the United States. 
Years in the United States: 
Figure 4.6 
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14.4%grade 1-6 
grade 7-9 35.6% 
university 14 4% 
35.6% grade 10-12 
This figure present the education level of the parents. 
Parents education level: 
Figure 4.7 
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work 6.7% 
86.6% welfare 
3.8% 
low 
2.9% moderate 
This figure present the families income. 
Family income: 
Figure 4.8 
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3.4% 3 yrs. 
27 yrs. 
yrs 
18 
This figure present teacher experience. 
Teacher experience: 
t 
Figure 4.9 
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Whole 
Language 
38.5% 
29.8% Phonic method 
31.7% Combination of Methods 
Strategy used for the sample in the study. 
Strategy used: 
Figure 4.10 
Chapter V 
SUMMARY AND CONCLUSIONS 
This chapter will present a general summary of 
this study, the conclusions drawn from the data, the 
implications of these conclusions for reading 
instruction and recommendations for further research. 
Summary of the Results 
Question 1. Which reading method proves more 
effective in the development of reading in Spanish 
speaking students? 
The results obtained by the six sample groups 
showed that of the methods used; Phonics Methods, Whole 
Language, and a combination of both and other methods, 
is more effective in the development of reading among 
the students participating in the study. 
Table number 23 shows the percentages obtained by 
the participating students in the reading instrument 
used. Out of a sample of 104 students, 31 received 
instruction in the phonics method in the development of 
reading, 33 students received instruction in the whole 
language method, and the remaining 40 students received 
instruction in a combination of both methods and other 
methods. Although only 31 students received 
instruction in the Phonics Method, they obtained a 
higher percentage in the test than those taught in 
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Whole Language, and the combination of both and other 
methods. 
Based on the information from table 25, it can be 
observed that the correlation between strategies used 
with students and the total result of the test is 
significant (see table #25). 
Comparing averages between groups, it can be 
observed that: 
31 students (Phonics Method) 84.4086 > 67.1717 of 33 
students (Whole Language Method) 67.1717 < 75.3125 of 
the 40 students with which a combination of both 
methods and others were used. 
From the sample of 104 students, of a total 
fluctuating from 388 to 400 students participating in 
the bilingual program of the district, it can be 
concluded that the most effective method for the 
reading development of Spanish speaking first graders 
is the Phonics Method. 
Question 2: How can the experience of the teacher 
influence, to get the student to learn to read? 
For decades, it has been said that the experience 
obtained through the performance of a task or labor in 
any field is synonymous with excellence. If the person 
is experienced in the field of education as a teacher, 
it is safe to say that his/her students will master the 
skills determined for the grade and the students. 
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Tables 18 and 19 show the correlation between the 
results of each subtest and the experience of the 
teacher. When the experience between teachers and the 
results of the subtests taken by the students are 
compared, there is a significant difference among the 
six groups used for the study. 
The position of the teacher towards the 
development of reading is key. It is one, if not the 
most important factor of the process. The teacher is 
the instrument that facilitates the knowledge of 
reading development and appreciation of reading of the 
student. 
To be successful in the teaching-learning of 
reading, it is necessary for the teacher to be creative 
and flexible, not just with the method used, but with 
the materials, distribution of time, and the variety of 
activities offered to stimulate learning. 
Whichever method, or combination of methods the 
teacher uses to deal with the student, or group of 
students, whether it is Phonics, Whole Language, or the 
approach presented in the reading series used by the 
district, there should always be some independent 
activities for reading. It is through these activities 
that the real interest, eagerness, and selection of 
good reading is developed. Through independent 
reading, the reader chooses the material he/she wants 
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to read. The teacher assists only if the student 
requests it. 
Just as there are individual differences in 
learning, there are differences in the methods to 
approach them. Methods should not, and cannot become 
routine. They cannot be static, they have to change 
according to needs, and allow enrichment at the same 
rhythm as studies and investigations bring new ideas to 
educators. To prolong one reading method, reflects a 
submissive and retrograde attitude towards learning. 
This study revealed that experience is extremely 
important to teaching, in specific with children that 
are just starting in the up-going ladder of learning. 
Table 20 shows a correlation between the 
experience of the teacher and the total score of the 
test. The effect of the experience of the teacher is 
seen here. Though there can be variants affecting 
these results such as: if the group went to a 
Kindergarten, if there are students in or referred to 
Special education, if there are students whose parents 
or siblings that help them, these and other variables 
can influence the development of reading, besides the 
experience of the teacher. 
The study revealed that the students of those 
teachers with 18 and 19 years of experience obtained 
higher scores in the test (see table # 20). 
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Question 3: Can social conditions influence first 
grade students in the learning of reading and affect 
the results of the test? 
There was a time when students dropped-out of 
school, or simply could not go to school, because the 
economic situation of the family was devastating. 
Belonging to very big families, children had to help, 
since early age, to support the family. As a result, 
many become illiterate, and as a consequence, could not 
improve their social standings outside of an 
agricultural economy. 
Improvements in social services, family 
orientation, and the use of form technology, has made 
this situation something of the past. 
There are many cases where children come from 
disadvantaged families and yet have outstanding 
achievements in school. Others, pursue careers that 
are usually exclusive of higher class backgrounds, yet 
succeed. Educators are worried for those students who 
have potentials, but do not have the means to achieve 
them. 
Most of the families that participated in this 
study (86.5% see table #13), receive support from the 
government. Even though the dependency of the families 
is seen in the statistics, there is no evidence that 
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the children are being affected in their learning due 
to this dependency. 
A correlation was done between the socio-economic 
condition and the results obtained in the test, to 
determine if socio-economic conditions affect the 
results of the test. In table #16, the analysis shows 
that there is no relation between the socio-economic 
level and the results of the test. 
Question 4: Do the scores attained by students on 
the reading test show what method is more effective in 
reading development for Spanish speaking students, who 
were part of the study? 
As mentioned before in many of the chapters of 
this dissertation, the method used by the teacher is 
very important, and even more important when it is a 
Spanish speaking population. 
In prior studies about the initiation of literacy, 
diverse techniques of word recognition appear. Keys of 
configuration, keys of context, similarities between 
words, structural analysis, and phonetic analysis, are 
the methods used generally at the beginning. If it is 
essential to fragment the written code, it is also 
essential for the reader to make sense out of the word 
read, otherwise it would be fruitless. To insist in 
the recognition of a word is of little use to the 
development of a competent reader. It is important to 
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insure the transfer and generalization of the learned 
skills when reading independently. The assimilation 
and transfer of skills have to be of a permanent nature 
in all the activities of alphabetization. 
The desire of the teacher to improve vocabulary 
is almost universal. Sadly, this intent to increase 
vocabulary often fails, because up to the present, 
intents of the development of functional vocabulary 
have not been systematic. Linguistic ability is not 
merely memorizing words, or phrases, and using them as 
a response a stimuli. Even when teachers are conscious 
of the development of vocabulary, they frequently let 
the task develop on its own, without presenting it in a 
sequence of events that will broaden the comprehension 
of the meaning of the word. 
There are four distinctive aspects to knowledge 
and the development of vocabulary. Individuals can 
form: auditory, spoken, read, and written vocabulary. 
They generally develop in that order. In young 
children and adults that do not know how to read, 
auditory and spoken vocabulary are broader than the 
other two. In higher levels of literacy, read and 
written vocabulary can be more elevated than auditory 
and spoken vocabulary. 
The teacher must, therefore, keep up with new 
findings in the field of reading. Yet, use what is 
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appropriate for the expectations of the students he/she 
has. 
In this study, the two teachers using Phonics 
proved more effective, with Spanish speaking students, 
than the other methods used. 
Question 5: Do the reasons given by the teachers, 
who answered the questionnaire, influence the approach 
or method that they used to teach reading to Spanish 
speaking first graders? 
For years the saying: MEach teacher has his/her 
own textbook...", has been heard. Each student that 
goes through the school of education, picks-up some 
knowledge that will help throughout the is teaching 
career. As years pass, the teacher uses this 
knowledge, learns new knowledge, experiences new 
methods and materials, and all these combine and become 
the tools to be used in the future. 
The language and cultural background of the 
student are very important, but the mediator for the 
development of reading is important too. Most students 
require the assistance of the teacher to accomplish the 
complicated tasks put upon them. Some students are 
introduced into reading by parents or relatives, when 
they are read to. Only few children are self-taught in 
reading, though two examples were John Milton and 
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Horace Mann, but these were exceptional children who 
learned to read by themselves by the age of three. 
The family has a great influence in the child when 
they provide the appropriate language and experience, 
still, the teacher is responsible of teaching reading 
to children. How this task is achieved, depends on the 
teacher and on the circumstances. The variations are 
not only among the aptitudes and personality of the 
teacher, but on the materials and facilities available 
to the teacher. For example, if the teacher does not 
have a collection of assorted books to promote reading, 
it will be virtually impossible to increase the habit 
of independent reading. 
The method used depends on the reading materials 
available. Yet, a good teacher will give a personal 
touch to any method, to insure that the needs of the 
individual student is met. Using materials different 
from the textbook, the personification of a situation 
from a story, or the expansion or contraction of a 
lesson, are some of the ways a teacher overcomes any 
limit. 
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The long term goals of a good teacher in terms of 
reading are: 
1. To give feedback to the individual, so he/she 
can develop his/her capacities in reading to a 
maximum, so that the practice of literacy will 
be optimal. 
2. To use reading as an effective tool in 
academic knowledge, as well as a positive 
pastime. 
3. To broaden the interest of the student, to see 
the importance beyond the present. 
4. To develop an attitude towards reading that 
will last a lifetime and influence all its 
aspects. 
The goals may seem remote to a teacher who sees a 
group of children day-in and day-out, but they are the 
fundamental base of literacy. Any good teacher will 
keep in mind these goals when implementing the highest 
meaning of instruction. 
To help a child develop his/her highest level of 
literacy, short term objectives are needed besides the 
long term goals. Specific activities are very 
important in achieving short term objectives in 
education. The primary responsibility of the teacher 
is to provide the ideal conditions to promote the 
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highest achievement of the student within the 
classroom. 
The teacher has to be aware of the present level 
of performance of the students, and should not start a 
new lesson until he/she is sure that the students have 
learned the skill. It is here that the teacher becomes 
an artist and a technician in the classroom. Gabriel 
de Compayre (1886, pag. 6) said many years ago: ”If the 
teacher is good, the method is also good.” This has 
been supported by the most recent researches, which 
states that the teacher is the most important variable 
in the success of any teaching method. 
In this study, the six participating teachers used 
the method or methods they choose. The distribution 
was as follows: two groups used Phonics, two groups 
used Whole Language, and two groups used a combination 
of both and other methods. 
Question 6: Does ethnic background, socio-economic 
level, family composition, the language used at home 
(Spanish or English), influence the results obtained in 
the reading test? 
According to the statistics from Chapter IV, the 
effect of the ethnic background, the socio-economic 
level, the family composition, and the language used at 
home, were not in any way an influence on the results 
obtained in the reading test. 
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When the ethnic background is observed, it is 
clear that the majority, 94.2%, of the sample was of 
Puerto rican precedence (see table #6). The students 
do not feel out of place, because the teacher speaks 
his/her native language, in this case Spanish. 
As mentioned in Question 3, an 86.5% of the sample 
was supported by the government, this does not seem to 
affect the skill development of the student. The 
family composition did not show any influence over the 
performance on the test. And last, the language spoken 
at home did not affect the results of the test either. 
Implications of Reading Instruction 
When the child enters kindergarten at age five or 
first grade at age six, he/she should be surrounded by 
an environment that will provide him/her with 
activities not yet associated with letters and print, 
but with many and varied concrete experiences essential 
to the growth of the child's ability to read. An 
environment that provides the child with many 
opportunities of varied sensory and motor experiences, 
will allow the child to measure, build, and play with 
for example clay, which helps the child to move from a 
great dependence on perception to a greater reliance on 
thought. The child will solve problems related to 
these activities by doing and undoing operations which 
are very important for later success in a 
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reading/decoding programs, when the child is required 
to convert graphemes to phonemes and vice-versa. The 
same activities, especially the ones related with clay, 
will help the child to handle transformations or 
altered circumstances. When in a reading program, 
he/she will be presented with a variety of aspects and 
will be asked to identify their common characteristics. 
If the child lacks the ability to see the 
transformation as another aspect of the previous 
situation, he/she will have difficulties reading 
identification: upper and lower case letters, 
manuscript and cursive, different type faces and other 
transformed situations. 
A physical education program will also improve the 
child's motor organization: walking a balance beam, 
throwing and catching a ball, hopping, skipping and 
jumping. More sophisticated motor skills will be 
improved by providing the child the opportunity to work 
with scissors, paints, paste, crayons and brushes. 
Other activities such as, organization of objects 
in the classroom (e.g. desks, chairs, and tables are 
pieces of furniture; desks and tables are things to 
write on; chairs, rocking chairs, and benches are 
things to sit on) will provide the child with the 
ability to recognize that more than one attribute must 
be considered to classify an object correctly, and 
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develop the ability to integrate the parts into the 
whole. These classification skills influence the 
beginning of reading. The child has to relate the 
letter to the word and the word to the sentence. The 
child has to understand that a letter category can 
represent a whole class of sounds. He/she has to 
analyze a word into its constituent sounds and also 
blend the sounds to form a word. The child engages in 
rule-learning and simultaneous applications. And also, 
understands that a word may have different meanings in 
various contexts. 
Another important activity would be to stress the 
search for relational features among objects instead of 
the search for oddity. The reason is that the search 
for what is different, places the emphasis upon 
surface, static features of the objects; while the 
search for relations, gathers information from 
successive trials, and develops the ability to grasp 
underlying rules. While the first aspect emphasizes 
perceptual training, the second aspect centers upon 
operative knowledge. It prepares the child for later 
reading abilities, especially reading comprehension and 
reading inferences, when the child has to deal with 
relational concepts. 
It should be noted, that this pre-reading 
curriculum must allow the child to practice and repeat 
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activities, as long as he/she wants to. We can find 
children, who work with the same picture puzzle over 
and over again, or put beads in a string and take them 
out again. Children seem to enjoy it and impose such 
activities on themselves. Such practices could evolve, 
later on, in repetitions and drills of reading 
materials, that sometimes are repetitious to adults, 
but enjoyable to children. 
Other activities that may be important to the 
overall enrichment of cognitive level, are to practice 
left-to-right progression and laterality with games 
involving their own bodies or games like "Simon Says". 
It is important for the child to conscientiously know 
his/her own body and to be aware of his/her position in 
space and relationship to other bodies. 
Sequence ability could be emphasized by several 
play activities such as: to name the order of objects 
that were shown and taken away; to look at different 
objects on a table and, after closing eyes, name the 
objects that are missing, changed of place, or that 
were added to the set; to have the child put a 
cut-a-part comic strip in a correct sequence, put a 
series of pictures in correct sequence, to have a child 
retell a story in sequence, after being read to or told 
to him/her; or have a child tell about a personal 
experience and try to do this in correct order. 
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Another trend of this pre-reading curriculum 
should be the affective and social development of the 
child, since Piaget emphasizes that they are 
inseparable from the cognitive aspects of behavior. 
Therefore, cognitive activities should be carried on in 
social situations, where play has a central role 
involving later games of construction and games with 
rule marking, a socialization of the self. Social 
exchanges, like working together, sharing information, 
learning to take into account other person's ideas, all 
promote a process of gradual socialization. It leads 
from a state of lack of differentiation between the 
child's point of view and that of others, to a state of 
coordination and cooperation in action and 
communication. In the first state, the lack of 
perspective affects the child's logic of relations and 
his/her awareness of self (pre-operational period). In 
the next state, when the child reaches the level of 
operationally, he/she will be capable of cooperation 
(operational period). 
Once the child reaches the readiness level in 
logic-perceptual skills, he/she should then be moved to 
a curriculum where print has a more relevant role. It 
is desirable, at this point, that teachers be skilled 
in appraising the child's thinking abilities, the 
child's interest, and emotional maturity, in order to 
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place him/her in a program closer toward the learning 
of reading. Reading readiness tests should be 
available to assess the child's level of pre-reading 
skills by the end of Kindergarten or beginning of first 
grade. It is also important, that the teacher know how 
the child thinks and learns, and therefore, design or 
modify instructional procedures, select, and adjust 
reading materials to meet the reading needs of each 
child. The reading instruction will grow out of the 
smooth progression through an environment which 
emphasizes exploration of concrete materials, to an 
environment in which reading activities, books, and 
oral communication, are part of the child's everyday 
life. 
Reading activities during the concrete operational 
stage, should continue to relate to direct experiences 
of the child. It should provide increasing emphasis on 
the development of logical operations by including 
opportunities to combine sentences and word units. 
Also, associate clusters in different ways by 
association and identity, to transform the order of the 
units and check on the results. 
It is important for the child to attend a 
preschool with an effective pre-reading curriculum, or 
to live at home in an environment that provides him/her 
the necessary concrete experiences, leading to a more 
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complex and abstract thinking, allowing the learning of 
reading. It is also important that the transition to 
reading instruction be gradual, easy, and in order, to 
make the learning of reading so useful and relevant, 
that children become aware of the pleasure and 
entertainment reading may provide, as well as the 
communicative function that makes them prestigious 
members of our society. 
Recommendation for Further Research 
Several recommendations for further research for 
Spanish Speaking Beginning Readers in First Grade are 
* 
suggested: 
1. A study should be developed to verify the 
level of language development in children from 
ages five to seven, and relate that level to 
beginning reading abilities. 
2. A study should be developed to investigate the 
several processes of language acquisition in 
younger children, and to compare them to the 
reading acquisition process. If the processes 
are the same, then more appropriate teaching 
strategies should be developed for the process 
of learning to read. 
3. A comparative study should be developed, with 
control groups, in order to compare several 
methods of reading instruction, and to find out 
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which one is more effective for the Spanish 
reading curriculum. 
4. A study should be conducted to detect the 
common and most frequent miscues children make 
when they start reading, in order to develop a 
curriculum and materials consistent with 
children's needs in learning to read 
strategies. 
5. A study should be developed in order to 
investigate the teachers needs in learning 
theories in general, learning to read theory in 
particular and remedial reading, in order to 
improve teaching strategies. 
6. A study should be designed to develop measures 
or tests of reading (decoding and 
comprehension), to correctly place children in 
their proper stage of reading readiness. 
7. A longitudinal study should be undertaken to 
follow the same children from first to third 
grade in their school setting, in order to 
verify how their cognitive level develops, and 
how it relates to their reading performance 
during those years. 
8. An evaluation of all the reading materials used 
in the Bilingual Program, should be 
undertaken to find out if they match the 
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cognitive development of the children for whom 
they were designed. 
9. A study should be conducted to collect a 
sample of children's vocabulary and sentences 
over a three year period as a basis for writing 
beginning reading textbooks and other 
materials. 
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APPENDIX 
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Cuestionario sobre el Maestro (a) 
Anos de experiencia 
Grado_ Grupo_ 
1- Experiencia en la ensenanza en el Primer Grado: 
_anos 
2- Grados ensenados: 
() 1-6 () 7-9 
() 10-12 () otros 
3- Anos en los Estados Unidos: 
_anos _meses 
4- Experiencia en Programas Bilingues: 
_anos  meses 
5- Que metodo estas utilizando para ensenar a leer?: 
() fonetico () silabico 
() global () otros 
() whole languge 
6- Cuales son las mayores dificultades, para poder 
ensenar nuestros ninos a leer? 
7- Cuales son, en tu opinion, las ventajas? 
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Cuestionario Sobre el Estudiante y su Familia 
Grupo Edad 
1- Composicion Familiar : (vive con) 
() padre-madre () madre 
() padre ( ) otro 
2- Procedencia etnica: 
() puertorriqueno () cubano 
() dominicano () otro 
3- Hermanos (a): 
Edades: 
Grados: 
4- Anos en los Estados Unidos: 
_anos 
5- Vivimos en: 
() apartamento () casa 
6- Ingreso Familiar: 
() bajo () welfare 
() moderado () trabajo 
7- Estudio con: 
() mi mama () mi hermano 
() mi papa () solo 
8- Escolaridad del padre y madre: 
() 1-6 grado () 10-12 grado 
() 7-9 grado () universidad 
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EVALUATION CHART 
Unit Test 
Level 1 
Student Name___ Date_ 
Teacher Name_ Grade 
Criterion Student 
Subtest Objective It em Num. Score Score 
Decoding and Phonic Skills 9/12 /12 
A- Open syllables 1 4 7 10 
2 5 8 11 
3 6 9 12 
Total: Decoding and Phonic Sk ills 9/12 /12 
Comprehension and Vocabulary Skills 
B- Sentence describing 13 15 17 
a picture 14 16 18 5/6 /6 
C- Form categories 19 21 23 
20 22 24 5/6 / 6 
Total: Comprenhension and Voc • 10/12 /12 
Total Test Score 19/24 /2 4 
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Dr. Peter Negroni 
School Superintendent 
Springfield, MA. 01102-1410 
Dear Dr. Negroni: 
I am a 1992 Ed.D. candidate at the University of 
Massachusetts at Amherst and a teacher in the Bilingual 
Program at Bowe school in Chicopee. 
I am carrying out a study on, reading strategies 
for Spanish speaking beginning readers in first grade; 
this study is part of my requirements to obtain my 
Ed.D. degree. 
The aim of this letter is to imform you about my 
intention of using the Puerto Rican teachers and 
students in the Bilingual Program in your School 
District. 
The study is made up of a questionnaire to know 
these teachers’ about the strategies for Spanish 
speaking beginning readers and the impact in their 
students. 
The answers to this questionnaire will be strictly 
confidential. that is to say, no direct information 
from the participants is going to be revealed and the 
questionnaires will be anonymous. 
Thank you for your cooperation: 
Hector Rodriguez 
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Mrs. Maria Costas 
Acting Director of Bil. Prog. 
Springfield, MA. 01102-1410 
Dear Mrs. Costas: 
I am a 1992 Ed.D. canditate at the University of 
Massachusetts at Amherst and a teacher in the Bilingual 
Program at Bowe School in Chicopee. 
I am carrying out a study on, reading strategies 
for Spanish speaking beginning readers in first grade; 
this study is part of my requirements to obtain my 
Ed.D. degree. 
The aim of this letter is to inform you about my 
intention of using the Puerto Rican teachers and 
students in the Bilingual Program in your school 
district. 
The study is made up of a questionnaire to know 
these teachers' about the strategies for Spanish 
speaking beginning readers and the impact in their 
students. 
The answers to this questionnaire will be strictly 
confidential. that is to say, no direct information 
from the participants is going to be revealed and the 
questionnaires will be anonymous. 
Thank you for your cooperation: 
Hector Rodriguez 
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Dear Teacher: 
My name is Hector Rodriguez and I am a doctoral 
students at the University of Massachusetts. The title 
of my disertation is Exploring Reading Strategies for 
Spanish Speaking Beginning Readers in First Grade. 
This study is part of my requirements for my doctoral 
degree. 
I would appreciate if you would complete the 
questionnaire included, and return it. Included is a 
stamped envelope. 
If you need to add any information, use the back 
of the pages of the questionnaire. 
Thank you for your cooperation and participation 
in this study. 
Sincerely, 
Hector Rodriguez 
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Dear Parents: 
I am a doctoral student from the University of 
Massachusetts. As part of my requirements for 
graduation, I am doing a study related with education. 
In this letter, I am asking for your cooperation 
by allowing your first grade children participate in my 
study. 
Included is a questionnaire to be completed by 
you. The information is completely confidential. It 
will be used only for the statistics, no names, 
addresses, or any personal information will be given. 
I would appreciate your quick response, and return 
it to the child's teacher. 
Thank you for your cooperation. 
Sincerely, 
Hector Rodriguez 
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f \ 
EXAMEN DE LA UNIDAD 
Nivel 1 
Nombre del estudiante_ Fecha 
Nombre del maestro_ Grado 
Escuela_ 
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Nombre_Fecha 
A 
^ ® de © ta © sa ® te 
1. |P|j ® H ® lu © pe @ tu 
2. [ \ 
* r) 
7 ® pa ® su © pu ® la 
3. 0 ^  © ma ® la © te @ mo 
4. ^®da ® pi © mu @di 
fr* 
5. & @ so ® sa © mo ® pa 
6. ^ ® pi ® to © sa @ti 
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Nombre Fecha 
158 
Nombre Fecha 
@ El osito mira el sapo. 
# La palomita sale de paseo. 
© Susi lee el libro. 
13. © Mama lee a Tito. 
® Adela mira su dedo. 
© El puma toma la sopa. 
14. @ La paloma mira a mama, 
(b) Ema sale de paseo. 
© Mama come en la mesa. 
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Nombre_ Fecha 
B 
15. © El puma mira la paloma. 
© La osa se asoma. 
© Pepe ayuda a Timoteo. 
16. © La paloma pasa por aquT. 
© Susi mira a papa. 
© Timoteo ayuda a Pepe. 
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Nombre_ Fecha 
B 
17. ® Papa toma sopa. 
® Elisa pasa por la sala. 
© La paloma es timida. 
18. © Mama toma sopa. 
© El papa sale. 
© Adela mira la paloma. 
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Nombre___ Fecha 
c 
162 
Nombre_Fecha 
c 
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